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No Child Left Behind
A Legislative Catalyst for 
Superintendent Action to 
Eliminate Test-Score Gaps?
Whitney H. Sherman
Virginia Commonwealth University

Proponents of No Child Left Behind (NCLB) hail it as vital legislation that
supports a civil rights agenda because of explicit recognition that achievement
gaps are unacceptable. One way to make sense of NCLB’s impact on school
divisions and to understand whether NCLB recognizes the complexity of
why minority and low-socioeconomic-background students often struggle in
schools is to look through the lens of superintendents. District leaders, as moral
agents, are tone setters for change in schools and negotiators and enactors of
state and federal policies. This study explores how NCLB has affected
achievement gaps in Virginia and not only investigates how superintendents
have made sense of the federal legislation but also seeks out strategies
employed by district leaders that target minority groups and the elimination
of the achievement gap. Critical race theory allows consideration of superin-
tendent perspectives across issues such as race, racism, poverty, class, power,
test scores, and dominant assumptions.

Keywords: NCLB; leadership; superintendents; achievement gap

The No Child Left Behind (NCLB) Act of 2001, signed into law January 8,
2002, is the most comprehensive federal legislation, some say incursion,

since the Elementary and Secondary Education Act of 1965. It is considered
revolutionary because of its unparalleled attention to achievement gaps. At
the time of the implementation of NCLB, Virginia was no stranger to standards
and accountability measures. In fact, Virginia’s formal attention to account-
ability began a decade ago with the Virginia Accountability Initiative (VAI;
Duke & Reck, 2003). In many states, NCLB forced accountability that was
nonexistent. However, Virginia had already initiated rigorous accountability
policies and had also created what is considered by many to be a compre-
hensive curriculum outlined in the Standards of Learning (SOL). But although
Virginia was miles ahead of many other states in terms of educational account-
ability, no policy measures were in place requiring attention to achievement
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gaps between groups of students. The American educational system has
received much criticism for this lack of concern regarding gaps and has been
described by many as nothing more than a sorting mechanism for society at
large (Gatto, 1991; Kozol, 2005). According to Sizer (2004),

The measure of the worth of a society is how it treats its weakest and most
vulnerable citizens. . . . By this standard, America—the richest nation in
the history of the world—falls visibly short. . . . We are long on rhetoric
and short on resolute action. The gap between our articulated ideals and our
practice is an international embarrassment. (p. xvii)

NCLB sets forth a thorough framework for states that includes school report
cards, disaggregation of data, school choice, and remediation via tutoring,
all through a system of rewards and sanctions. Its adequate yearly progress
(AYP) component has been under substantial scrutiny. Proponents of NCLB
hail it as a vital piece of legislation that supports a civil rights agenda because
of explicit recognition that achievement gaps are unacceptable. After all, who
can object to the principle of leaving no child behind? According to Wood
(2004a), the legislation, in theory, seeks to keep the historic promise that

began with Thomas Jefferson’s proposal for the first free system of public
education in Virginia; a promise offered as the balance wheel of society by the
first state superintendent of education, Horace Mann; a promise put forward
as the most basic of human rights by W. E. B. Dubois. (p. vii)

However, Wood (2004b) also states that although “many of the supporters
of NCLB have good intentions . . . unfortunately, their intentions have
been hijacked by a one-size-fits-all, blame-and-shame agenda” (p. 50).

Many question the basic assumptions of accountability systems because
of heavy reliance on numbers, test scores, and single measures (Herrington,
1993) to assess student achievement and are wary of NCLB having the actual
impetus to advance education as a public good for all students (Easley, 2005).
According to Fusarelli (2004),

Because NCLB mandates equal outcomes for everyone, the law is national in
scope and assumes that all schools—wherever located—will have the capacity
to educate all students to adequate levels of proficiency. (p. 84)

Furthermore, although the NCLB legislation received bipartisan support in the
shadow of the national tragedy of September 11, 2001, numerous educators
have expressed concern that the continuous focus on school failure serves
more as political leverage for each administration (Easley, 2005) rather than a
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true impetus for increased student achievement. In fact, one hidden political
agenda that has received the most attention was the initial effort for school
vouchers to be used for private school attendance through the legislation
shifting public school funding to the private sector (Wood, 2004a).

Although NCLB can certainly be applauded for its explicit attention to
achievement gaps, it fails to recognize the complexity of why minority
students and students from low socioeconomic backgrounds often struggle
in schools. According to Darling-Hammond (2004), “The biggest problem
with the NCLB Act is that it mistakes measuring schools for fixing them”
(p. 9). The legislation makes the erroneous assumption that all schools have
the capacity for positive reform. From lower teacher expectations (Ferguson,
2003) to lack of exercise of choice by parents (Ridenour, Lasley, & Bainbridge,
2001) to racist attitudes and assumptions (Grogan & Sherman, 2003; Lipman,
1998), no single factor contributes to achievement gaps and to the lack of
capacity for change. The problem runs much deeper than that which a policy,
such as NCLB, alone can change or that which public schools as the hailed
equalizer can change alone. According to Malen and Rice (2004), high stakes
accountability initiatives do not guarantee positive changes; test scores do
not necessarily equate with quality schooling. In fact, NCLB may weaken
capacity because of its punitive sanctions, and it is questionable whether the
federal legislation has facilitated the cultural competence needed to cross
racial barriers.

One way to make sense of the level of impact NCLB has had on school
divisions is to look through the lens of superintendents, particularly in light
of current instructional leadership expectations. District leaders, as moral
agents, are tone setters for change in schools and negotiators and enactors
of state and federal policies. “High stakes accountability reforms can not
realize their stated aims unless targeted schools have or acquire the capacity
to meet prescribed performance standards” (Malen & Rice, 2004, p. 632).
Superintendents are vital pieces of the capacity puzzle.

Superintendents as Instructional Leaders

Superintendents are key negotiators and implementers of policy and serve
as crucial linkages between policy and action (Hallinger & Heck, 1998).
NCLB heavily depends on the ability of schools and districts to enact policies,
and this is most effectively done through collaboration among superintendents,
building administrators, boards, and community members (Bjork, Lindle, &
Van Meter, 1999; Grogan, 2000; Grogan & Blackmon, 2001; Shibles, Rallis,
& Deck, 2001). Although superintendents cannot achieve school reform and,
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in turn, increased achievement for all students alone, they must provide
visions of change for stakeholders and serve as political activists (Bjork &
Gurley, 2005).

It is clear that a shift has occurred regarding expectations of superintendents
as the pressure to measure accountability through standardized testing has
increased. Currently, superintendents are expected to demonstrate competency
as instructional leaders working for the good of all children (Ashbaugh,
2000; Bjork, 1993; Brunner, Grogan, & Bjork, 2002; Kowalski, 2005; Petersen
& Barnett, 2005). In fact, the contemporary superintendent guidelines of
the American Association of School Administrators (Department of Education,
2000) maintain that superintendents must serve their districts in curriculum
planning and development and in instructional management. They are expected
more than ever before to be aware of the achievement of all groups of students
as measured by standardized tests. According to Grogan and Sherman (2003),

Superintendents must be dedicated to the continuous improvement of all
schools and diverse populations of students in their districts. Superintendents,
as instructional leaders, must also be attuned to test-score data and discrepancies
that may exist between various racial groups if they want to be sure that all
students have a chance of reaching their potential. (p. 231)

Superintendents’ worldviews and ways of sense making affect their reform
efforts (Wills & Peterson, 1995). Superintendents no longer have the choice
of whether or not to name discrepancies in test scores among students.
NCLB unequivocally requires them to perceive gaps in achievement among
diverse populations of students as problematic and unjust. Prior to NCLB,
there was little evidence that superintendents were working to eliminate
inequities among racial and cultural groups of students (see Grogan &
Sherman, 2003). However, according to Kowalski (1999), “Superintendents
must be the primary catalyst for change” (p. 50). To do so, they must direct
and implement instructional strategies that will address the needs of those
students who have been less well served by past policies and practices, many
of whom are still currently being underserved.

Superintendents and the Achievement 
Gap Prior to NCLB

During 2000-2001, Grogan and Sherman (2003) conducted a study
of superintendents’ perspectives in Virginia surrounding the Black–White
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test-score gap. At the time, during the initial stages of the VAI, the majority
of superintendents had minimal knowledge of test-score gaps in their
districts and, in turn, were doing little to alleviate it. Data revealed a gap that
was consistent over 3 years (1998-1999, 1999-2000, 2000-2001) of SOL
testing as large as a 30% point difference on single tests between African
American students and Caucasian students. In only two districts was there
evidence of a five percentage point or greater decrease in average scores
during the period.

Grogan and Sherman (2003) revealed that many of the superintendents
interviewed discussed racial tensions in their communities that were rooted
in racist practices invisible to many and the awareness that teacher expectations
were often lower for African American students. However, because school
districts were struggling at the time to reach the mandated 70% passing rate
for accreditation, attention to gaps, minority populations, and low-performing
groups took a backseat to raising scores for students overall. All of the super-
intendents had initiated programs to raise scores for all students (i.e., before-
and after-school tutoring programs, summer school, professional development
for teachers, curriculum alignment). However, fewer than half of the superin-
tendents interviewed had knowledge of whether or not there was a gap in test
scores in their districts. Furthermore, most school boards had never asked for
this information. In fact, most superintendents reported that their communities
were not open to discussions of test-score gaps.

Only three superintendents at the time were dedicated to taking action
against the Black–White test-score gap in their districts. Two superintendents
reported strategies specifically aimed at eliminating the achievement gap, and
one spoke of strategies to increase the graduation rate of African American
students (i.e., cultural sensitivity training for teachers, mentoring programs
for minorities, minority achievement coordinators, community centers, college
preparatory programs for African American youths, personalized educational
settings, training in data analysis for teachers and administrators). District
demographics did not account for superintendent action to reduce the gap.
However, in the three districts where action was taken, each superintendent
publicly acknowledged the achievement gap in the district, each superintendent
believed that schools could make inroads at decreasing the gap, and commu-
nities were willing to discuss the achievement gap. In light of the more recent
study reported here, Grogan and Sherman’s (2003) findings help readers
understand and contextualize differences over time, particularly with the
implementation of federal mandates that draw attention to achievement gaps
and force action to eliminate them.
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Understanding the Achievement Gap

Explanations of achievement gaps are much more complicated than once
believed. African American students in particular perform lower on standard-
ized tests than do Caucasian students (Jencks & Phillips, 1998; Singham,
1998). More appalling is the fact that the achievement gap widens throughout
K-12 education and actually increases the longer students remain in school.
Despite claims that genetic predispositions, such as race, affect cognition
(Hernstein & Murray, 1994), no supporting evidence exists (Jencks & Phillips,
1998). Many scholars are beginning to understand the complexity of factors,
many environmental, that interact to create and sustain achievement gaps. To
further complicate an understanding of the achievement gap,African Americans
are 3 times more likely to come from poverty than are Caucasians (Viadero,
2000). And some scholars and practitioners feel more comfortable attributing
gaps to poverty and low socioeconomic levels. However, the achievement
gap exists despite instances of the equal schooling and occurs irrespective
of class (Johnston & Viadero, 2000; Zernike, 2000).

According to Lipman (1998), teacher expectations for students often
operate on a deficit model that attributes the low achievement of minority
students to socioeconomic conditions and lack of parent concern for education.
It is crucial that in efforts to reach goals set forth in NCLB, educators do not
treat differences as deficits (Delpit, 1995; Hunter & Bartee, 2003). Teachers
must believe students can succeed (Bainbridge & Lasley, 2002). According
to Ferguson (2003),

No matter what material resources are available, no matter what strategies
districts use to allocate children to schools, and no matter how children are
grouped for instruction, children spend their days in social interaction with
teachers and other students. (p. 461)

Unfortunately, a self-fulfilling prophecy that serves to sustain the gap, based
on negative teacher expectations and assumptions about minority students,
often occurs (Ferguson, 2003, p. 495). Gaps cost the nation as a whole, not only
financially but also in terms of human capacity and productivity (Miller, 1995).
“The ability of the United States to continue as a powerful nation, in many
ways, resonates within its capacity to provide quality education” (p. 157).

Purpose of the Study

In general, positive outcomes of the NCLB federal legislation include
high expectations for all students, the casting of a shameful light on deficit
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assumptions, attention to data and, in turn, gaps, and a focus on ethical lead-
ership practice (Skrla, Scheurich, Garcia, & Nolly, 2004). Negative outcomes
include the “all-or-nothing” approach to accountability, the allowance for
states to set different standards resulting in some states reaching for much
lower goals than others, and a “blaming the victim” mentality by many because
of the fact that one subgroup can determine the fate of an entire school on
accountability pass–fail measures. Questions now center on whether or not
school officials have behaved differently with disaggregated data reports and
whether the visibility of minority groups has increased (Herrington, 1993).
Therefore, the purpose of this study is to explore how NCLB has affected
achievement gaps in school districts across Virginia and not only to investigate
how superintendents have made sense of the federal legislation but also to
seek out strategies employed by district leaders that target minority groups
and the elimination of the achievement gap.

Method

I designed an ethnographic study of superintendents in Virginia during
2005-2006 to explore their perceptions of the NCLB Act and its effects on
school districts with a particular focus on achievement gaps between ethnic
groups. Research questions included,

• How has NCLB affected the achievement gap in districts?
• How are superintendents and communities making sense of the federal

NCLB legislation?
• What strategies and programs, if any, are specifically targeted at minority

populations for the purpose of eliminating the gap?

An ethnographic method for data collection was preferred because of the
difficulty that exists in deriving meaning from experimental research.
Furthermore, the research topic demanded the posing of questions, such as,
What do superintendents know about the culture of schools that I can under-
stand? What are superintendents’ assumptions, and how do they understand
and clarify their experiences as district leaders? How do superintendents
define and explain issues such as the achievement gap and accountability
policies?

In this investigation, 12 current superintendents, 7 males and 5 females,
were interviewed in individual sessions of approximately 60 to 90 minutes.
The majority of interviews were conducted in person. However, a small number
were conducted via telephone to accommodate superintendent schedules. The

Sherman / Test-Score Gaps 681

 at HELIN on January 21, 2009 http://epx.sagepub.comDownloaded from 

http://epx.sagepub.com


method of data collection was based on McCracken’s (1988) four-step
description of the one long interview. I began with a review of the literature
on NCLB, accountability, achievement gaps, and leadership issues while
also conducting a self-examination of my own personal assumptions and
views. Self-examination prepared me for what I might look for during data
analysis and guided my choice of critical race theory (CRT) as a theoretical
lens from which to interpret data gained. According to McCracken, researcher
self-examination promotes a clear personal vision that, in turn, allows for a
critical distance between researcher and data. Next, a questionnaire was devel-
oped with grand or overarching questions followed by floating prompts
(see the appendix). Finally, interviews were conducted simultaneously with
data analysis to allow for the emergence of categories and relationships in
relation to what the literature says and in relation to CRT.

Initially, 20 superintendents were selectively chosen (Patton, 1990) based
on the desire that participants represent a cross-section of the state, including
rural, urban, and suburban districts; small-, medium-, and large-size districts;
men and women; and varying student populations. In contrast to quantitative
research procedures, data analysis was conducted throughout the interview
and data-collection process, as is typical of qualitative research inquiries. I
continued to interview superintendents until data saturation was reached
(at 12 superintendent interviews) and I was no longer hearing or seeing new
information for analysis purposes. After interviewing 60 participants for a
study, Guest, Bunce, and Johnson (2006) found that basic themes were present
after as few as 6 interviews and that data saturation occurs within the first
12 interviews.

Participants were selected from districts with student bodies as few as
9% minority to several “majority minority” districts with more than 70%
minority. However, the majority of superintendents represented districts
where at least 30% of the student body was minority. Most superinten-
dents described their minority populations in terms of African American
students only. When asked to report student race and ethnic breakdowns,
there was often no recognition of the distinctions among minority groups.
Women superintendents most often represented rural districts, whereas men
superintendents represented rural, urban, and suburban districts.

Superintendents were initially contacted by telephone and informed
of the purpose of the study. Participation was voluntary. Interviews were
conducted with the use of a standardized, open-ended interview guide (Patton,
1990) to ensure that all respondents addressed the same issues. Open-ended
questions were used to allow respondents the freedom to speak in their own
voices and to elaborate on their perceptions of NCLB in their districts. Notes
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and analytic memos (Maxwell, 1996) were taken during each interview
session, and all interviews were audiotaped and transcribed. To cross-check
the accuracy of superintendents’ statements (LeCompte & Preissle 1993),
triangulation was achieved by the analysis of documents provided by the
Virginia Department of Education that reported SOL test scores disaggregated
by race for the years 2000-2001, 2001-2002, 2002-2003, 2003-2004, and
2004-2005.

Theoretical Framework

CRT, which began in the legal arena with activists such as Derrick Bell,
Alan Freeman, and Richard Delgado working to transform racism and
power, spread in the past decade to the education discipline. Scholars in
education have begun to utilize CRT to understand issues in curriculum and
achievement testing (Delgado & Stefancic, 2001). CRT is a more inclusive
theory that expands on two previous movements: critical legal studies and
radical feminism. According to Delgado and Stefancic (2001), CRT makes
use of legal indeterminacy and allows for the recognition that not every case
has one correct outcome (i.e., equity is not necessarily equated with equal
treatment for students), a basic premise of critical legal studies. In addition,
CRT has built on feminists’wisdom regarding power and dominant discourses
(i.e., educational administration has not included the voices of many).

According to Delgado and Stefancic (2001), CRT rests on the following
basic tenets: (a) racism is ordinary and an everyday experience for people
of color (i.e., racism is a commonsense way of understanding and acting),
(b) binary oppositions between White and Black serve elite interests and
specific purposes in society, (c) the notion of “race” is socially constructed,
(d) differential racialization occurs as attention to minority groups shifts at
different times in society, (e) subjectivity is recognized as is the intersection-
ality of multiple identities, and (f) people of color have the unique ability to
communicate their experiences to their White counterparts. Understanding
of the above tenets alone will not work to challenge dominant ways of think-
ing. “Only aggressive, color conscious efforts to change the way things are
will do much to ameliorate misery” (p. 22).

CRT in educational research challenges dominant thoughts about color-
blindness (Bernal, 2002), allows for multiple interpretations of data, recognizes
the importance of experiential knowledge, challenges traditional ways of
knowing, emphasizes a commitment to social justice, and recognizes the inter-
section of various forms of subordination and oppression (i.e., race, racism,
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gender, class; Solorzano & Yosso, 2002). For the purposes of this article,
CRT allowed me to consider superintendent perspectives across issues such
as race, racism, poverty, class, power, test scores, and dominant assumptions.

Limitations

Findings are bound to the superintendent participant population and the
districts they served at the time (Lincoln & Guba, 1985) because of the nature
of qualitative research. No true generalizations are possible because of the
socially constructed and situation-specific ways of understanding and
conducting naturalistic research. It is also acknowledged that there are
multiple ways of understanding and interpreting the data collected during
this study (Bogdan & Biklen, 1992). Instead, the obligation of the qualitative
researcher is to attempt to create transferability to readers of the study by
providing thick description and the details of purposeful sampling (Lincoln
& Guba, 1985). In addition, trustworthiness was attempted through data
triangulation, peer debriefing, and member checks throughout the interview
process (LeCompte & Preissle, 1993).

Findings

Superintendent participants represented student populations ranging
from a total of fewer than 900 students to greater than 70,000 students. Four
districts were described as rural, two as rural “bedroom” communities, three
as either rural or suburban or as districts with pockets of rural, suburban, and
urban areas, two as urban, and one as both urban and suburban. Eight districts
had minority populations of 30% or greater, with six superintendents reporting
minority populations of 50% or greater. Six superintendents reported ethnic
groups as including African Americans and “others.” Only two reported minor-
ity populations in terms of various ethnic categories (i.e., African American,
Native American, Asian, Hispanic). Three of the districts were undergoing
a change from traditional African American majority school populations to
majority Caucasian populations. Several superintendents purported this effect
to their districts changing from traditional rural communities to “bedroom”
communities serving surrounding metropolitan areas. Communities ranged
from extremely poor (more than 70% poverty) to some of the wealthiest in
Virginia. Many of the smaller, rural communities reported large unemploy-
ment rates, high percentages of adults in the community without high school
degrees, and low adult literacy rates.
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Superintendent tenure in their current districts ranged from less than 1 year
to more than 10 years. When asked to report tenure in their current districts,
most superintendents took great pride in stating that their years in education
were extensive. More than half of the superintendents interviewed reported
more than 30 years in education; many of these years were spent at the
classroom or building levels as principals. All superintendents were serious
about their duties as instructional leaders. However, only those in smaller
districts reported actually serving as instructional models. Superintendents
in larger districts reported the need to oversee instruction through competent
central office teams serving more as “tone setters.”

For the purposes of this report, findings were grouped under the following
themes related to superintendent perceptions of and experiences with NCLB
and disaggregated test data: (a) visions of accountability and expectations
for students, (b) sense making, (c) consequences, (d) activism, and (e) SOL
test score data.

Visions of Accountability and Expectations for Students

It is clear that each of the superintendents holds a vision of success for
all students in their districts. When asked about their beliefs regarding setting
high standards for all students, many superintendents positively responded
to the changes NCLB has brought in terms of AYP requirements. According
to two superintendents of small, rural districts,

With the SOLs that the state put together, most teachers were happy if they
had 70% of their students passing. But, that means that 30% are not passing!
So, you cannot forget those kids.

Are you willing for 5 children out of every 20 to fail each year? Which five
are you going to pick? This is what the SOLs allowed us to do.

However, all superintendents shared high levels of frustration with holding
students with special needs to the same expectations as other students.

I don’t think NCLB is a realistically attainable goal because of the fact that
you have kids with learning disabilities . . . and to put them on the same
level with other students, that’s a disservice to them. (Superintendent of a
large, urban district)

By definition, if someone has a learning disability, then, as a general rule, it is
going to take them longer to learn materials than others. That’s the definition
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of their handicapping condition. So to hold them accountable for achievement
is extremely important. But to put the same standards there, I think it’s an
issue. I don’t hear people having issues with closing achievement gaps.
(Superintendent of a small, rural district)

I have no problems with the concept of NCLB. I do have a concern when you
put subgroups such as special education and ESL as part of that computation
or to find out it the school is failing or not. I think that’s really unfair.
(Superintendent of a large, urban district)

Thus, rather than expressing concern with meeting the needs of minority
populations of students, most superintendents related frustrations in regard
to the special education and English as a second language (ESL) populations.
And although they articulated anxiety because of AYP, superintendents
voiced unease not in regard to setting higher standards but to holding special-
needs populations to the same standards as all students.

The majority of superintendents of large and small, urban, suburban, and
rural districts reported having to work to change teacher perceptions where
student expectations are concerned. According to two superintendents of large
urban districts,

I think it’s a mind-set, a change in the way we believe and the culture that we
unfortunately had gotten ourselves into—that our belief system was that kids from
low SES levels won’t be as successful as those from higher SES backgrounds.

The culture in our schools has had to change. The first thing, it’s the belief
system of teachers that those kids that come to us that may not have all the
advantages that you or I may have had as we were growing up—support at home,
etc.—can really be successful. I think that’s really with more the veteran
teachers than it is with the newer teachers.

Another superintendent in a small, rural district stated, “We had to work
through the notion that failure is not an option. And, we still have some work
to do.” Another superintendent stated the belief that “minority students have
every opportunity to be as successful as everybody else if we [teachers and
administrators] believe that they can do that and we hold those expectations
and make them believe it.” One superintendent of a large suburban district
seemed to take the understanding of the complexity of teacher expectations
even further and stated,

In some schools across the South, they still have racist teachers that still believe
poor kids, Black kids, or other kids—people of color—then you have to deal
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with lower expectations. And I don’t think our expectations automatically
come just because of the law.

When asked why students of color or from low socioeconomic backgrounds
often struggle in schools, the majority of superintendents were uncomfortable
recognizing the notion that achievement gaps have anything to do with race
or ethnicity. Superintendents were much more comfortable attributing gaps
to poverty. According to one superintendent of a small, rural district,

I believe that all students can learn equally, and I don’t see that there’s any
difference in race as far as students’ ability to learn. What I think, I guess, is
more connected to the SES of students in terms of exposure that students
have had when they come into school.

Another superintendent of a large, urban district spoke in similar terms:

I don’t think the gap has anything to do with race. I think it’s socioeconomic
status and would much prefer that people start concentrating on that than
having this race thing as an inhibitor.

Sense Making

Superintendents were asked to relate how they have made sense of the
federal NCLB legislation and how boards, communities, parents, and teachers
have made sense of the policies and mandates. Most superintendents inter-
viewed were able to speak about positive changes that have occurred in
districts since the implementation of NCLB. However, one superintendent
of a rural district with minority and poverty rates above 70% was extremely
frustrated because of legislation that has left the district reeling and without
adequate funds to conquer all of the problems in the district. This superin-
tendent spoke quite candidly and found it very difficult to find anything
positive to say about NCLB because support systems were not in place. In
a different light, according to a superintendent of a small, rural district with
less extreme funding needs,

My feeling is that SOLs are a good thing and I believe that NCLB—if there
are some reasonable things done like working on kids being able to take
retests, helping to have a more realistic approach to special-needs students
and rethink the idea of having a ceiling—I think anytime you aspire to get
100%. . . . I mean, we can’t get 100% of people to wear seat belts or brush
their teeth in the morning, so my sense is that there have got to be some
things done by the government to make it more reasonable.
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Levels of stress were directly related to superintendent perceptions of
adequate funding and the percentages of minority and poverty populations
the district was serving. No superintendent believed that NCLB has been
adequately funded. And few had found more flexibility in terms of how
their funds were directed. Nonetheless, the majority of superintendents
believed funding had, to some extent, increased and that they were doing
the best they could with available resources.

Positive sense making of NCLB also related to whether or not superin-
tendents reported attending to achievement gaps prior to AYP. Those super-
intendents who reported looking at achievement gaps for many years prior
to NCLB expressed resentment at the federal intrusion and punitive measures.
However, in those districts where superintendents had never attended to gaps,
sentiments were more positive:

I’m supportive of NCLB, and I do believe that it has encouraged school systems
across the country to work even harder to be sure students are successful in these
subgroups because while we were doing well before, we were just looking at
averages. But when you break it down by subgroups, we weren’t doing as well.
(Superintendent of a small, rural district)

Superintendents were wary of intensions that, they believe, were not well
hidden in the NCLB legislation. One superintendent of a medium-sized, rural
and suburban district put it this way:

NCLB features unprecedented federal intrusions into local decision making;
thus, you experience the incredible reaction/trepidation expressed by the
state legislatures and local school boards. There is a view that the amount of
federal funds we receive is quite small for us to have to submit to so much
federal control. Nevertheless, we think that the law is a good one in that it
helps us maintain the focus on the performance of traditionally underachieving
populations.

Another superintendent of a small, rural district refused to give much credence
to NCLB:

I feel basically it was a punitive effort to bring in vouchers and choice for
private schools. . . . I’ve been present in conversations where it has been
implied that passing this legislation was a way to show we could still function
as a Congress without anyone really reading it.

Yet another superintendent of a large, suburban district stated,
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I was focusing on issues of diversity long before NCLB came along and it
was politically correct to talk about that. And the people who crafted that
legislation, not one of those staffers has ever darkened the door of a public
school. Most of them were private school products. [NCLB] is a political
document and, for the most part, bad law.

In addition, another superintendent of a large, suburban district who said
that most superintendents who have criticized the law have sought simply
to bring common sense to the law stated that NCLB would make sense only
if the following occurred:

We pass a law that says in the Congress of the United States, 95% of the 150
attorneys have to win 100% of their cases, 95% of the doctors have to heal
100% of their patients, 95% of the business people have to create products
that are 100% defect free.

Finally, although superintendents reported that teachers and administrators
have an ever-increasing understanding of NCLB, communities, parents,
and boards have a way to go. Most superintendents believed that although
parents had a basic level of awareness of NCLB and AYP, they really did
not care about anything outside of seeing their children’s school accredited
on school report cards. When speaking about board levels of understanding,
one superintendent of a smaller, urban district stated,

I think the board has an understanding, as much as the board can have an
understanding, of what’s taken place. The bottom line is that they want all of
the schools accredited and to have everyone make AYP—that’s what they
really understand.

In other words, a deeper level of understanding in terms of building cultural
capacity had not taken place. Achievement gaps were looked at, measured,
and understood only through test-score data. Furthermore, most communities,
including parents and school boards, although they had surface levels of under-
standing, failed to understand the complexity of the achievement gaps.

Consequences

Not one superintendent felt that NCLB was the catalyst for change in
practice except for disaggregation of data in some cases. All superinten-
dents believed that the precursor to change came in the form of the SOL and
the initial accountability plan in Virginia. Holistically thinking in terms of
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accountability (both the SOLs and NCLB), superintendents believed that
more in-depth conversations and a level of accountability never experienced
before were occurring in districts. And, according to one superintendent, “I
can tell you that by and large, we [superintendents] have not complained
about having standards or having to meet accountability measures.” Several
others shared their beliefs in regard to positive changes:

I think you’re seeing more differentiation of instruction. I think you see a lot
of analysis of instruction and assessing what students have learned—reteaching
using different methods, sharing of ideas, staff development, etc.—much more
so than in the past. I’m sure it’s related to a degree to the accountability of
NCLB, but it’s something that, hopefully, we would have done in the first
place. (Superintendent of a smaller, urban district)

You meet 65% of your kids for AYP and you jump up and down and think
that’s great. But 32% of your kids weren’t on grade level, so why are you
celebrating? We’ve still got work to do! (Superintendent of a large, urban
district)

I like the fact that we’re asked to look at subgroups and separate out groups
because we weren’t doing that before. . . . It makes us instruct our students
differently. We’re doing a lot more of analyzing data and using real data and
scientific programs that work to improve instruction. . . . Now, I’m not
saying NCLB is perfect. It needs work. But the concept is good. And I think
you’ll find that across the country, instruction has improved. (Superintendent
of a small, rural district)

In contrast, superintendents were also quick to note the negative conse-
quences of NCLB. Interestingly, many of them talked about how their
attitudes toward the SOLs changed after the implementation of NCLB. Prior
to NCLB, many of the superintendents recalled negative feelings surrounding
the accountability initiative. However, many, in good humor, mentioned that
SOLs were much more acceptable than NCLB will ever be. Superintendents
spoke of negative consequences in the following terms:

I think the negative has been the stigma that has been placed on some of these
schools that work very hard, that show continuous improvement but not as
great as others and then they get a failing status and are viewed in a totally
different light (Superintendent of a large, urban district)

I’d rather see a growth model where you can say a school has grown from here
and shows continuous improvement getting better and better until eventually
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you get to the point where you need to be. (Superintendent of a large, urban
district)

Similar to the SOL process implementation, NCLB could have been imple-
mented far more effectively. Both processes were built, originally, on the notion
that this will be the way to cause failing schools to suffer consequences.
Clearly, there are more positive and effective ways to achieve the same desired
goal. The architects of both did not do a good job of concealing their intentions.
Nevertheless, the expectation in both cases is that school districts will make
substantial use of the growing body of achievement data to target resources to
areas of need. Indeed, this is the most outstanding byproduct of both processes.
(Superintendent of a medium, suburban/urban district)

The measure of success on NCLB is 50 different measures across this
country on multiple choice tests which only assess one kind of learning.
(Superintendent of a large suburban district)

In summation, positive consequences of SOLs and NCLB include increased
collaboration, increased professional development, attention to subgroups,
and attention to data-driven instruction. Negative consequences include
lack of recognition for progress, increased pressure and anxiety, increased
paperwork, lack of adequate funding, and punitive sanctions. Many superin-
tendents expressed the desire for a middle ground. One superintendent of an
urban district put it this way:

Well, I mean the positive is that people are focusing on instruction and the
improvement of instruction and making sure the curriculum is aligned. And
improvement for all students—that has to be a positive. A negative is too
much pressure and tension. Somewhere, there could be a happy medium. But
all in all, I think it’s forced us to be where we should be.

Activism

All superintendents spoke of activities and programs that had been
implemented in their districts to increase the achievement of all underachieving
groups. Only one superintendent spoke of programs that were directly aimed
at specific minority groups of students. Most were concerned with targeting
all struggling learners. Activities that were noted that supported all under-
achieving students are as follows:

• Community meetings to gain stakeholder buy-in and to determine, through
consensus, areas needing improvement.
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• Saturday school.
• District–university partnerships (i.e., dual enrollment courses, advanced

placement courses).
• Continued curriculum alignment.
• Parent centers (staffed with school personnel and available after school

hours during afternoons and evenings).
• Disaggregated reports required at individual schools each 9 weeks to allow

for a more proactive approach.
• Professional development in the areas of curriculum (math and reading),

data analysis, and supervision and evaluation of teachers.
• Before- and after-school tutorial programs.

Although all of these efforts are laudable, they were not initiated in
recognition of differences among groups of underachieving students. The
above efforts targeted all underperforming students and, in many cases, any
student with interest. In contrast, although superintendents, for the most
part, did not verbally share that the following efforts were targeted toward
specific groups of underachieving students, data show that the following
strategies were, indeed, utilized to increase the achievement of at least two
specific minority groups—African American students, in all cases except
for one, where Native American students were targeted.

• Faith-based partnerships with local churches.
• NAACP-sponsored forums and meetings to look at gaps and suspension

rates.
• Partnerships with local universities to promote college attendance and

enrollment and to begin to provide a K-16 learning environment and
seamless transition from the K-12 to the higher education environment.

• Diversity council–sponsored district studies with the purpose of creating
multicultural objectives to work toward.

• Community Saturday schools. (Saturday schools were used in many cases
as a means of targeting all populations of underachieving students. However,
in one district, Saturday schools were used as a way of reaching specific
groups of minorities in their neighborhoods and were within walking
distance of homes and off of school grounds.)

Neither district demographics nor superintendent beliefs made a difference
in the implementation of strategies that affected specific minority groups.
Truly, all superintendents were struggling to meet the needs of all students,
even to the point of total individualization of instruction. However, it is
critical to note that the one factor that held true across districts where specific
minority groups were targeted was community stakeholder involvement.
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Even further, in those districts where strategies actually targeted specific
minority populations, community activism was present (activism being distinct
from lower levels of involvement). In these instances, community members
(made up of specific minority representatives) made the difference in deter-
mining whether population-specific strategies were employed.

SOL Test Score Data

Disaggregated SOL test score data were acquired for the superintendents’
districts from the Virginia Department of Education and analyzed for the
years 2000-2001, 2001-2002, 2002-2003, 2003-2004, and 2004-2005. SOL
data, rather than AYP data, were tabulated and analyzed for comparison in
an effort to include years prior to the implementation of NCLB to gain a
broader sense of where things stood in Virginia before and after NCLB.
Percentage passing numbers were rounded and broken down by the following
categories: White, Black, Hispanic, Native American, Asian, and Unspecified.
The majority of districts, although suffering setbacks some years, increased
their percentage passing numbers for all students from Year 1 to Year 2.
However, although achievement on the SOLs increased for all students,
gaps remained between groups each year. In fact, the largest gap (a 41-point
difference) within a single district in 2000-2001 existed between Black and
White students. And, again, in 2004-2005, the largest gap (a 33-point differ-
ence) existed between Black and White students (see Figure 1).

In most every district, the widest achievement gap was between Black
and White students. The smallest gap typically existed between White and
Asian students. Although gaps for the most part decreased, in several instances
they increased. For instance, when comparing the largest gaps between
subgroups (which were between Black and White students) in 2000-2001 and
2004-2005, the SOL achievement gap actually increased in four districts
(see Figure 1). Furthermore, when comparing the largest gaps between
subgroups for the 2000-2001 and 2004-2005 academic years, the averages
across all 12 districts differed by only one point (average = 24-point gap in
2001, average = 23-point gap in 2005), indicating that much work is left to
be done.

Theoretical Discussion

Superintendents represented a wide range of district environments.
Though wary of the political intentions behind NCLB, most superintendents
had worked to promote the legislation and accomplish the outlined goals.
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Although they agreed with the need for attention to low-performing groups,
all of the superintendents believed negative sanctions and punitive measures
had worked against them in many ways in the drive toward increased student
achievement. All of the superintendents believed that much negotiation must
occur for the law to become a realistic goal. Most argued in favor of allowances
for retesting, additional funding, and modified expectations for special-needs
students. No superintendent expressed dismay at having to hold all students to
high expectations. All spoke in favor of the disaggregation of data and data-
driven decision making.

Data support the assertion that superintendents have directed immense
efforts in their districts and have taken the learning needs of all students to
heart in terms of standardized test scores. And in comparison to superintendent
responses and actions 5 years ago (see Grogan & Sherman, 2003), positive
growth should be recognized. It is clear that in many districts discussions
surrounding test-score gaps among various groups of students are no longer
closed to the public. Superintendents, school administrators, teachers, parents,
and community members alike are involved in discussions of test-scores gaps.
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Figure 1
Comparison of Largest Achievement Gaps (Identified as 

Being Between Black and White Students)
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Although it seems likely that NCLB served as a catalyst for discussions and
attention to subgroups in many districts, superintendents were wary of attribut-
ing much else to the federal policy. In addition, superintendents were much
more expressive in terms of outlining their beliefs regarding the importance
of achievement for all students, including traditionally underachieving popu-
lations of students, than prior to NCLB.

Superintendents and communities should be recognized and commended
for taking the first steps toward increasing the achievement of all students.
However, my intention for this article is to begin an analysis and discussion
of superintendents’ perceptions of and actions toward the elimination of the
achievement gap through the lens of CRT. CRT works to uncover unjust
practices and assumptions in schools, encourages ideas of action, and offers
a framework from which to raise additional questions.

Although many superintendents reported reduction (the term reduction
was used loosely in most cases by the superintendents and did not necessarily
denote significant narrowing of gaps) in achievement gaps on standardized
tests, most superintendents spoke of the fluctuating nature of gaps between
students. Several reported gaps decreasing one year only to increase the
next. And none of the superintendents who had experienced this phenomenon
were able to identify causes. In fact, the average largest gap (between Black
and White students) decreased only 1 point in 5 years from 2000-2001 to
2004-2005. However, one superintendent of a large, suburban district spoke
to the complexity of issues of diversity and commented, “We have to reverse
deeply rooted racist practices. . . . And you’re not going to do that by
raising standards or test scores! It so misunderstands the depth of the problem.”

Furthermore, the binary between Black and White served, in most cases,
to silence and make other minority groups invisible. When asked to provide
student demographic information in their districts, many superintendents
spoke of their minority populations in the binary opposition of White versus
minority (minority being defined as Black) rather than identifying each race
or ethnicity represented in the category of minority. Failure to recognize all
minority populations denies certain groups the “legitimacy of their oppression”
(see Chang, 1995, p. 327). Along the same line of thought, we must ask
whether it is appropriate to think of our students only in terms of the racial
groups they represent. Where are differences among the members of all groups
of students recognized?

Is race or class more important when explaining the achievement gap
between groups of students? It is evident that the majority of superintendents
were much more comfortable attributing low achievement to poverty, perhaps
because of the misunderstanding that colorblindness will eliminate racism
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(Scheurich & Young, 1997). Intentions to remain colorblind in regard to
students caused invisibility to unique needs. Refusal to recognize race and
racism as factors that contribute to test-score gaps by many superintendents
indicates that, unfortunately, racism is indeed ordinary (Delgado & Stefancic,
2001) and, in turn, invisible to some. Racial separation is only the most
obvious symptom of subordination (Bell, 1995); “unequal and inadequate
resources and exclusion of voices in policy decision-making are less obvious”
(p. 232). According to Haney Lopez (1995), “Human fate still rides upon
ancestory and appearance. The characteristics of our hair, complexion, and
facial features still influence whether we are figuratively free or enslaved”
(p. 192). Haney Lopez goes on to say that the socially constructed category
of race determines economic prospects and selects career paths. Might race
also govern success or failure with NCLB mandates? Successful schools
are likely to spend more than average, have low teacher–student ratios, have
little to no diversity, have few poor students, have few special education
students, pay teachers more, and have low student mobility rates (Wood, 2004b,
pp. 46-47). According to one superintendent of a medium-sized, urban district,
“If we’re interested in making certain that where a student lives does not
affect his or her educational opportunity, then NCLB doesn’t do that.”

Although poverty certainly plays a role in the underachievement of some
students, it is not the sole cause of gaps. Few superintendents had a solid
understanding of the interplay among poverty, race, and racism. However,
one superintendent, when asked to explain why children of color or children
from low-income homes struggle in schools, was surprised by my use of the
word or in our interview. This superintendent was so accustomed to hearing
the terms poverty and race used interchangeably that he was taken aback. He
stated,

I’m glad you said or because way too many people say AND—that children
of color and children of poverty are always the same thing. They’re not.
There are cultural differences. There are language differences. . . . And
focusing on test scores doesn’t necessarily guarantee this recognition.

Neighborhood affiliations often do factor into school quality. In poor commu-
nities (often also majority minority), local taxation cannot serve to support
schools when no other gaps (i.e., health care) have been targeted for change.
Instead, “failure” labels serve only to bring ineffective teachers into schools
and the loss of federal funding. Furthermore, “choice” options reaped little
to no benefit for those students and families in the superintendents’ districts
who most need it. Minority parents often did not understand their options or
were unequipped or unable to advocate for school changes.
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Deeper levels of change require a commitment to multilayered approaches
to diversity awareness and actions and practices entrenched in an awareness
of ethics, social justice, and care. These things must happen outside of and
in addition to the narrow focus on achievement gaps as measured by standard-
ized tests outlined in federal policy. According to one superintendent,

I think the answers are complex and not reduced to law. Some people say the
civil rights legislation changed things and we’re in much better places because
of the Civil Rights Act of 1965 and the Brown decision. But the truth is that
schools are still being segregated in special education and by geography and
the reality is that we’ve got to get to much deeper levels of teaching and
learning. That’s what’s going to make a difference.

Complex conditions generate inequality, and there is no silver bullet, not
even giving attention to test-score gaps, that can work alone to ameliorate it.

Implications and Conclusion

Lewis (2001) describes a crucial difference between multiculturalism
and critical multiculturalism or antiracist education. She expands on Rezai-
Rashti’s (1995) thoughts on studying the history and practices that support
racism as opposed to the minimal celebration of diversity to counteract biased
attitudes. This, indeed, is one of the shortcomings of the NCLB legislation.
Though NCLB seems to have promoted a greater awareness of achievement
gaps through AYP requirements and has given some visibility to minority
groups, it stops short of calling for an audit of assumptions and practices
that drive instruction and leadership practice.

According to Lewis (2001), critical multicultural education, as opposed
to traditional multicultural education, says that, “although we cannot ignore
social, cultural, and home factors, much of the blame [for student failure] must
be located in institutionalized racism in the classroom, school, and society”
(p. 803). School districts across the nation must examine school practices
and outcomes that feed inequality. This cannot be accomplished if we continue
to operate under the false notion that achievement gaps can only be attributed
to poverty or if we pride ourselves on colorblindness and strip individual
students and student groups of the history and culture that makes them unique.
Analyses of curriculum and instruction must be undertaken to facilitate
diversity awareness and greater global awareness and greater access and
opportunity for all.

In addition, professional development must exist outside of the usual
content areas. Superintendents, administrators, and teachers alike need to
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gain understandings of the various backgrounds of students so that they can
“meet them where they are” and appreciate their personal and familial expe-
riences. Recognizing differences among students in terms of racial groups
is only a beginning. We need to continue moving forward until recognition
of the differences among individual students occurs. One way to move from
the mere acquisition of information to the transformation of instruction and
transfer of practice is through the development of professional learning
communities (i.e., study groups, literature circles). True change requires
continuous dialogue (Roberts & Pruitt, 2003) and time for those involved
to reflect on their own cultures and how they affect school practice (Trumbell,
Rothstein-Fisch, & Greenfield, 2001). We must ask ourselves how we can
make racism more visible because activism cannot occur without uncovering
assumptions. Furthermore, diagnosing student weaknesses necessitates a
far greater awareness than test scores alone can provide. NCLB has not and
likely will not yield conditions conducive to building cultural capacity. As
indicated by one superintendent participant, the achievement gap is a complex
issue that cannot and will not be resolved through an accountability policy
such as NCLB alone because it fails to call for substantive change that runs
any deeper than test scores.

Policy negotiations must take place in regard to the original NCLB
legislation. The superintendents interviewed advocated for increased funding,
modifications for the special education population, value-added measures
to recognize individual student growth, and multiple methods of measurement
of achievement. Other areas that should be addressed include equalized or
equitable funding (in addition to increased funding), increased federally
supported minority intervention, and increased early education programs
and funding. The one-size-fits-all approach to raising student achievement
clearly does not eliminate or reduce gaps, just as the one-size-fits-all approach
to testing does not eliminate failure or guarantee school success. The inclusion
of additional and diverse voices in policy and decision making may lead to
a greater understanding of the limitations of quick fixes that presume all
groups of students will benefit from an umbrella approach that fails to take
into account underlying complexities of racism.

Those of us involved in higher education must work as scholars of educa-
tional leadership to facilitate superintendent preparation that leads to ethical
district leaders who are not afraid to implement programs for specific
populations of students and who create district environments that value
diversity. Though superintendents in this study held visions of success for all
students, many of their actions were inconsistent with this belief. In other
words, their espoused beliefs were not often enacted. Preparation programs
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have, traditionally, done little to infuse discussions and understandings of
racism into the core curriculum (Young & Laible, 2000). We should identify
strong preparation programs infused with social justice ideologies and ideas
for practice and use these as models. We can show future leaders how to
recognize and critique racism, challenge them to take action, and weave this
in every course and project requirement. According to Lopez (2003), “School
leaders must be prepared to work with individuals who are culturally differ-
ent and help create learning environments that foster respect, tolerance, and
intercultural understanding” (p. 71). We clearly have much work to do
because many of the superintendents in this study did not recognize race as
a factor in underachievement.

Furthermore, according to a study conducted by Kowalski, Petersen, and
Fusarelli (2005), superintendents report the study of politics as an omission
or area of weakness in academic preparation. We need to engage superin-
tendent candidates in political discussions and help them identify strategies
to add more voices in policy decision making at the local, state, and federal
levels. Superintendents interviewed in this study expressed frustration and
resentment at specific pieces of the NCLB legislation and need help nego-
tiating with policy makers and explaining and activating their communities,
particularly because the key to action (targeting specific minority groups)
in this study was community stakeholder involvement and activism.

Superintendents’ competence as instructional leaders has amplified in
recent years. However, further action is necessary to reach levels of under-
standing and awareness that will lead to increased cultural competence and
capacity in schools. Superintendents and districts can begin by establishing
diversity councils and by asking representatives from minority community
groups to become involved. Superintendent leadership and community
activism is crucial to the success of such a transformation and increased
visibility to all minority groups.

Findings indicate that NCLB has not been a strong catalyst for the elimina-
tion of the achievement gap in the study population at this time. In superinten-
dent discussions of sense making in regard to NCLB, the legislation did seem
to encourage looking at and recognizing achievement gaps and, at the very
least, disaggregation of data in many districts. Over time, gaps may decrease as
districts become more competent at analyzing data and using it to focus instruc-
tion. However, this is likely to happen only if coupled with increased cultural
awareness and understanding, modifications to the current NCLB legislation,
and more inclusive measures of recognizing student achievement.

In addition, in line with superintendent participant comments, it is clear
that the school choice option has failed to serve the population of students
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it was targeted to serve. And if successful schools are likely to spend more
than average, have low teacher-student ratios, have little to no diversity, have
few poor students, have few special education students, pay teachers more, and
have low student mobility rates (Wood, 2004b, pp. 46-47), we have much
to think about because NCLB has not recognized or compensated for these
things to a great enough extent.

CRT demands that we uncover unjust practices and assumptions and
encourage ideas of action and gives us a framework from which to raise tough
questions. Although some of the superintendent participants have encouraged
ideas of action, most were done to improve the achievement of all groups
of students without utilizing unique tactics to target specific populations of
students. It is also clear that few of the superintendent participants have
advocated for reflections on current practices that serve to advantage some
students and disadvantage others. Questions have been raised and some prac-
tices “tweaked,” but, for the most part, discomfort and, in some cases, blind-
ness continue to prevent the asking of critical questions that target racist
practices. This discomfort presented itself most recognizably in superinten-
dents’ desires to attribute achievement gaps to poverty alone. In short, the
NCLB legislation has a way to go before it can be seen as the civil rights
directive it was first hailed as being.

Appendix
Interview Guide

1. Please talk a little about the school district and surrounding community.
2. How long have you been here as superintendent?

a. What is your vision for the district?
b. What are your primary responsibilities in the district?

3. Talk a little about your beliefs in regard to serving the needs of diverse
populations of students.

a. Why do children of color and children from low-income homes not
do well in schools?

b. What do you think, in general, about setting higher standards for all
students?
4. What are your perceptions/have been your reactions to NCLB (specifi-
cally AYP)?
5. What were the district’s most immediate reactions to NCLB?

a. What about community/parent reactions?
b. Teacher/Administrator reactions?
c. Board reactions?
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6. Looking at specific scores on particular tests, is there a gap between the
scores of students who are White and those of minority students?
7. How have SOL test scores in this district changed since implementation
of NCLB? Has the gap decreased?
8. What types of attitudes and actions led to these changes?

a. Examples of innovative programs and strategies.
b. Did NCLB give you the needed excuse to target subgroups and redi-

rect funds?
9. What do you think causes this gap?
10. Is the achievement gap something you can talk about in your community?
11. Describe your role in terms of instruction in the district.
12. What did your classrooms look like before NCLB and what do they
look like now?
13. Do all schools have the capacity to eliminate the gap?

a. What is missing to do so?
14. What is the superintendent’s role in addressing the achievement gap?

a. What are you doing as superintendent to eliminate the gap?
b. What actions have been carried out/programs implemented that

specifically target subgroups?
15. What problems do you encounter in trying to carry out your plans?
16. Has NCLB increased cultural competence? How?
17. Has NCLB led to higher teacher and administrator turnover?
18. What kind of momentum has NCLB had on school choice?
19. What have been the positive and negative consequences of NCLB in
your district?

Note: NCLB = No Child Left Behind; AYP = adequate yearly progress; SOL = Standards of
Learning.

References

Ashbaugh, C. R. (2000). The superintendent’s role as instructional leader. In P. M. Short &
J. P. Scribner (Eds.), Case studies of the superintendency (pp. 9-21). Lanham, MD: Scarecrow.

Bainbridge, W. L., & Lasley, T. J. (2002). Demographics, diversity, and K-12 accountability: The
challenge of closing the achievement gap. Education and Urban Society, 34(4), 422-437.

Bell, D. (1995). Serving two masters: Integration ideals and client interests in school desegre-
gation litigation. In R. Delgado (Ed.), Critical race theory: The cutting edge (pp. 5-19).
Philadelphia: Temple University Press.

Bernal, D. D. (2002). Critical race theory, Latino critical theory, and critical race-gendered
epistemologies: Recognizing students of color as holders and creators of knowledge.
Qualitative Inquiry, 8(1), 105-126.

Bjork, L. (1993). Effective schools-effective superintendents: The emerging instructional
leadership role. Journal of School Leadership, 3(3), 246-259.

Sherman / Test-Score Gaps 701

 at HELIN on January 21, 2009 http://epx.sagepub.comDownloaded from 

http://epx.sagepub.com


Bjork, L., & Gurley, D. K. (2005). Superintendent as educational statesman and political
strategist. In L. G. Bjork & T. J. Kowalski (Eds.), The contemporary superintendent:
Preparation, practice, and development (pp. 163-186). Thousand Oaks, CA: Sage.

Bjork, L., Lindle, J., & Van Meter, E. (1999). A summing up. Educational Administration
Quarterly, 35(4), 657-663.

Bogdan, R., & Biklen, S. K. (1992). Qualitative research for education: An introduction to
theory and method. Boston: Allyn & Bacon.

Brunner, C., Grogan, M., & Bjork, L. (2002). Shifts in the discourse defining the superinten-
dency: Historical and current foundations of the position. In J. Murphy (Ed.), NSSE year-
book (pp. 211-238). Chicago: University of Chicago Press.

Chang, R. S. (1995). Toward an Asian American legal scholarship: Critical race theory, post-
structuralism, and narrative space. In R. Delgado (Ed.), Critical race theory: The cutting
edge (pp. 354-368). Philadelphia: Temple University Press.

Darling-Hammond, L. (2004). From “separate but equal” to “No Child Left Behind”: The
collision of new standards on old inequalities. In D. Meier & G. Wood (Eds.), Many children
left behind: How the No Child Left Behind Act is damaging our children and our schools
(pp. 3-32). Boston: Beacon.

Delgado, R., & Stefancic, J. (2001). Critical race theory: An introduction. New York: New York
University Press.

Delpit, L. (1995). Other people’s children: Cultural conflict in the classroom. New York:
New Press.

Department of Education. (2000). Guidelines for uniform performance standards and evaluation
criteria for teachers, administrators, and superintendents. Richmond, VA: Author.

Duke, D. L., & Reck, B. L. (2003). The evolution of educational accountability in the Old
Dominion. In D. Duke, M. Grogan, P. Tucker, & W. Heinecke (Eds.), Educational leadership
in an age of accountability: The Virginia experience (pp. 36-68). New York: State University
of New York Press.

Easley, J. (2005). The political tension of education as a public good: The voice of a Martin
Luther King, Jr., scholar. Education and Urban Society, 37(4), 490-505.

Ferguson, R. F. (2003). Teachers’ perceptions and expectations and the Black–White test score
gap. Urban Education, 38(4), 460-507.

Fusarelli, L. D. (2004). The potential impact of the No Child Left Behind Act on equity and
diversity in American education. Educational Policy, 18(1), 71-94.

Gatto, J. T. (1991). Dumbing us down: The hidden curriculum of compulsory schooling.
Gabriola Island, British Columbia, Canada: New Society.

Grogan, M. (2000). Laying the groundwork for a reconception of the superintendency from
feminist postmodern perspectives. Educational Administration Quarterly, 36(1), 117-142.

Grogan, M., & Blackmon, M. (2001). A superintendent’s approach to coalition building:
Working with diversity to garner support far educational initiatives. In C. Brunner & L. Bjork
(Eds.), The new superintendency (pp. 169-182). Amsterdam: JAI.

Grogan, M., & Sherman, W. H. (2003). How superintendents in Virginia deal with the
Black–White test-score gap. In D. Duke, M. Grogan, P. Tucker, & W. Heinecke (Eds.),
Educational leadership in an age of accountability: The Virginia experience (pp. 155-180).
New York: State University of New York Press.

Guest, G., Bunce, A., & Johnson, L. (2006). How many interviews are enough? Field Methods,
18(1), 59-82.

Hallinger, P., & Heck, R. H. (1998). Exploring the principal’s contribution to school effectiveness:
1980-1995. School Effectiveness and School Improvement, 9(2), 157-191.

702 Educational Policy

 at HELIN on January 21, 2009 http://epx.sagepub.comDownloaded from 

http://epx.sagepub.com


Haney Lopez, I. F. (1995). The social construction of race. In R. Delgado (Ed.), Critical race
theory: The cutting edge (pp. 191-203). Philadelphia: Temple University Press.

Hernstein, R., & Murray, C. (1994). The bell curve: Intelligence and class structure in American
life. New York: Free Press.

Herrington, C. D. (1993). Accountability, invisibility and the politics of numbers: School
report cards and race. In C. Marshall (Ed.), The new politics of race and gender: The 1992
yearbook of the politics of education association (pp. 203-217). Washington, DC: Falmer.

Hunter, R. C., & Bartee, R. (2003). The achievement gap: Issues of competition, class, and
race. Education and Urban Society, 35(2), 151-160.

Jencks, C., & Phillips, M. (Eds.). (1998). The Black–White test score gap. Washington, DC:
Brookings Institution.

Johnston, R., & Viadero, D. (2000, March 15). Unmet promise: Raising minority achievement.
Education Week, pp. 1-8.

Kowalski, T. (1999). The school superintendent. Columbus, OH: Merrill.
Kowalski, T. J. (2005). Evolution of the school district superintendent position. In L. G. Bjork

& T. J. Kowalski (Eds.), The contemporary superintendent: Preparation, practice, and
development (pp. 1-18). Thousand Oaks, CA: Sage.

Kowalski, T. J., Petersen, G. J., & Fusarelli, L. D. (2005, November). Facing an uncertain
future: An investigation of the preparation and readiness of first-time superintendents to
lead in a democratic society. Paper presented at the annual meeting of the University
Council for Educational Administration, Nashville, TN.

Kozol, J. (2005). The shame of the nation: The restoration of apartheid schooling in America.
New York: Crown.

LeCompte, M. P., & Preissle, J. (1993). The role of theory in the research process. In
Ethnography and qualitative design in educational research (pp. 116-157). San Diego,
CA: Academic Press.

Lewis, A. (2001). There is no “race” in the schoolyard: Color-blind ideology in an (almost)
all-White school. American Educational Research Journal, 38(4), 781-811.

Lincoln, Y., & Guba, E. (1985). Naturalistic inquiry. Beverly Hills, CA: Sage.
Lipman, P. (1998). Race, class, and power in school restructuring. Albany: State University

of New York Press.
Lopez, G. R. (2003). The (racially neutral) politics of education: A critical race theory

perspective. Educational Administrative Quarterly, 39(1), 68-94.
Malen, B., & Rice, J. K. (2004). A framework for assessing the impact of education reforms on

school capacity: Insights from studies of high-stakes accountability initiatives. Educational
Policy, 18(5), 631-660.

Maxwell, J. A. (1996). Qualitative research design: An interactive approach. Thousand Oaks,
CA: Sage.

McCracken, G. (1988). The long interview. Newbury Park, CA: Sage.
Miller, L. S. (1995). An American imperative: Accelerating minority educational advancement.

New Haven, CT: Yale University Press.
Patton, M. Q. (1990). Qualitative evaluation and research methods (2nd ed.). Newbury Park,

CA: Sage.
Petersen, G. J., & Barnett, B. G. (2005). The superintendent as instructional leader: Current

practice, future conceptualizations, and implications for preparation. In L. G. Bjork &
T. J. Kowalski (Eds.), The contemporary superintendent: Preparation, practice, and devel-
opment (pp. 107-136). Thousand Oaks, CA: Sage.

Sherman / Test-Score Gaps 703

 at HELIN on January 21, 2009 http://epx.sagepub.comDownloaded from 

http://epx.sagepub.com


Rezai-Rashti, G. (1995). Multicultural education, anti-racist education, and critical pedagogy:
Reflections on every day practice. In R. Ng, J. Scane, & P. Staton (Eds.), Anti-racism, feminism
and critical approaches to education (pp. 3-19). Westport, CT: Bergin & Garvey.

Ridenour, C. S., Lasley, T. J., & Bainbridge, W. L. (2001). The impact of emerging market-based
public policy on urban schools and a democratic society. Education and Urban Society,
34(1), 66-83.

Roberts, S. M., & Pruitt, E. Z. (2003). Schools as professional learning communities: Collaborative
activities and strategies for professional development. Thousand Oaks, CA: Sage.

Scheurich, J. J., & Young, M. D. (1997). Coloring epistemologies: Are our research episte-
mologies racially biased? Educational Researcher, 26(4), 4-16.

Shibles, M., Rallis, S., & Deck, L. (200I). A new political balance between superintendent and
board: Clarifying purpose and generating knowledge. In C. Brunner & L. Bjork (Eds.), The
new superintendency (pp. 169-182). Amsterdam: JAI.

Singham, M. (1998). The canary in the mine: The achievement gap between Black and White
students. Phi Delta Kappan, 80(1), 8-15.

Sizer, T. R. (2004). Preamble: A reminder for Americans. In D. Meier & G. Wood (Eds.),
Many children left behind: How the No Child Left Behind Act is damaging our children
and our schools (pp. xvii-xxii). Boston: Beacon.

Skrla, L., Scheurich, J. J., Garcia, J., & Nolly, G. (2004). Equity audits: A practical leadership
tool for developing equitable and excellent schools. Educational Administration Quarterly,
40(1), 133-161.

Solorzano, D. G., & Yosso, T. J. (2002). Critical race methodology: Counter-storytelling as an
analytical framework for education research. Qualitative Inquiry, 8(1), 23-44.

Trumbell, E., Rothstein-Fisch, C., & Greenfield, P. M. (2001). Bridging cultures in our schools:
New approaches that work. San Francisco: WestEd.

Viadero, D. (2000, March 22). Lags in minority achievement defy traditional expectations.
Education Week, pp. 1-8.

Wills, F., & Peterson, K. (1995). Superintendents’ management of state-initiated reform: A matter
of interpretation. In K. Leithwood (Ed.), Effective school district leadership: Transforming
politics into education (pp. 85-116). New York: State University of New York Press.

Wood, G. (2004a). Introduction. In D. Meier & G. Wood (Eds.), Many children left behind:
How the No Child Left Behind Act is damaging our children and our schools (pp. vii-xvi).
Boston: Beacon.

Wood, G. (2004b). A view from the field: NCLB’s effects on classrooms and schools. In
D. Meier & G. Wood (Eds.), Many children left behind: How the No Child Left Behind Act
is damaging our children and our schools (pp. 33-52). Boston: Beacon.

Young, M. D., & Laible, J. (2000). White racism, antiracism, and school leadership preparation.
Journal of School Leadership, 10(5), 374-415.

Zernike, K. (2000, August 4). Racial gap in student test scores polarizes town. New York Times,
pp. A1, A25.

Whitney H. Sherman, PhD, is an assistant professor in the Department of Educational
Leadership at Virginia Commonwealth University in Richmond, Virginia. Her research interests
include social justice in education, ethical leadership, and women in leadership.

704 Educational Policy

 at HELIN on January 21, 2009 http://epx.sagepub.comDownloaded from 

http://epx.sagepub.com


<<
  /ASCII85EncodePages false
  /AllowTransparency false
  /AutoPositionEPSFiles true
  /AutoRotatePages /None
  /Binding /Left
  /CalGrayProfile (Dot Gain 20%)
  /CalRGBProfile (sRGB IEC61966-2.1)
  /CalCMYKProfile (U.S. Web Coated \050SWOP\051 v2)
  /sRGBProfile (sRGB IEC61966-2.1)
  /CannotEmbedFontPolicy /Error
  /CompatibilityLevel 1.3
  /CompressObjects /Off
  /CompressPages true
  /ConvertImagesToIndexed true
  /PassThroughJPEGImages true
  /CreateJDFFile false
  /CreateJobTicket false
  /DefaultRenderingIntent /Default
  /DetectBlends true
  /ColorConversionStrategy /LeaveColorUnchanged
  /DoThumbnails false
  /EmbedAllFonts true
  /EmbedJobOptions true
  /DSCReportingLevel 0
  /EmitDSCWarnings false
  /EndPage -1
  /ImageMemory 1048576
  /LockDistillerParams true
  /MaxSubsetPct 100
  /Optimize false
  /OPM 1
  /ParseDSCComments true
  /ParseDSCCommentsForDocInfo true
  /PreserveCopyPage true
  /PreserveEPSInfo true
  /PreserveHalftoneInfo false
  /PreserveOPIComments false
  /PreserveOverprintSettings true
  /StartPage 1
  /SubsetFonts true
  /TransferFunctionInfo /Apply
  /UCRandBGInfo /Remove
  /UsePrologue false
  /ColorSettingsFile ()
  /AlwaysEmbed [ true
    /AGaramond-BoldScaps
    /AGaramond-Italic
    /AGaramond-Regular
    /AGaramond-RomanScaps
    /AGaramond-Semibold
    /AGaramond-SemiboldItalic
    /AGar-Special
    /AkzidenzGroteskBE-Bold
    /AkzidenzGroteskBE-BoldEx
    /AkzidenzGroteskBE-BoldExIt
    /AkzidenzGroteskBE-BoldIt
    /AkzidenzGroteskBE-Ex
    /AkzidenzGroteskBE-It
    /AkzidenzGroteskBE-Light
    /AkzidenzGroteskBE-LightEx
    /AkzidenzGroteskBE-LightOsF
    /AkzidenzGroteskBE-Md
    /AkzidenzGroteskBE-MdEx
    /AkzidenzGroteskBE-MdIt
    /AkzidenzGroteskBE-Regular
    /AkzidenzGroteskBE-Super
    /AlbertusMT
    /AlbertusMT-Italic
    /AlbertusMT-Light
    /Aldine401BT-BoldA
    /Aldine401BT-BoldItalicA
    /Aldine401BT-ItalicA
    /Aldine401BT-RomanA
    /Aldine721BT-Bold
    /Aldine721BT-BoldItalic
    /Aldine721BT-Italic
    /Aldine721BT-Light
    /Aldine721BT-LightItalic
    /Aldine721BT-Roman
    /AlternateGothicNo2BT-Regular
    /AmericanaBT-Bold
    /AmericanaBT-ExtraBold
    /AmericanaBT-ExtraBoldCondensed
    /AmericanaBT-Italic
    /AmericanaBT-Roman
    /Anna
    /AntiqueOlive-Bold
    /AntiqueOlive-Compact
    /AntiqueOlive-Italic
    /AntiqueOlive-Roman
    /Arkona-Medium
    /Arkona-Regular
    /AshleyScriptMT
    /AssemblyLightSSK
    /AvantGarde-Bold
    /AvantGarde-BoldObl
    /AvantGarde-Book
    /AvantGarde-BookOblique
    /AvantGarde-CondBold
    /AvantGarde-CondBook
    /AvantGarde-CondDemi
    /AvantGarde-CondMedium
    /AvantGarde-Demi
    /AvantGarde-DemiOblique
    /AvantGarde-ExtraLight
    /AvantGarde-ExtraLightObl
    /AvantGarde-Medium
    /AvantGarde-MediumObl
    /BakerSignetBT-Roman
    /BaskervilleBE-Italic
    /BaskervilleBE-Medium
    /BaskervilleBE-MediumItalic
    /BaskervilleBE-Regular
    /Baskerville-Bold
    /BaskervilleBT-Bold
    /BaskervilleBT-BoldItalic
    /BaskervilleBT-Italic
    /BaskervilleBT-Roman
    /BaskervilleMT
    /BaskervilleMT-Bold
    /BaskervilleMT-BoldItalic
    /BaskervilleMT-Italic
    /BaskervilleMT-SemiBold
    /BaskervilleMT-SemiBoldItalic
    /BaskervilleNo2BT-Bold
    /BaskervilleNo2BT-BoldItalic
    /BaskervilleNo2BT-Italic
    /BaskervilleNo2BT-Roman
    /Baskerville-Normal-Italic
    /BauerBodoni-Black
    /BauerBodoni-BlackCond
    /BauerBodoni-BlackItalic
    /BauerBodoni-Bold
    /BauerBodoni-BoldCond
    /BauerBodoni-BoldItalic
    /BauerBodoni-BoldItalicOsF
    /BauerBodoni-BoldOsF
    /BauerBodoni-Italic
    /BauerBodoni-ItalicOsF
    /BauerBodoni-Roman
    /BauerBodoni-RomanSC
    /BauhausITCbyBT-Bold
    /BauhausITCbyBT-Heavy
    /BauhausITCbyBT-Light
    /BauhausITCbyBT-Medium
    /Bell-GothicBoldItalicBT
    /BellGothicBT-Bold
    /BellGothicBT-Roman
    /Bembo
    /Bembo-Bold
    /Bembo-BoldExpert
    /Bembo-BoldItalic
    /Bembo-BoldItalicExpert
    /Bembo-Expert
    /Bembo-ExtraBoldItalic
    /Bembo-Italic
    /Bembo-ItalicExpert
    /Bembo-Semibold
    /Bembo-SemiboldItalic
    /Berling-Bold
    /Berling-BoldItalic
    /Berling-Italic
    /Berling-Roman
    /BernhardBoldCondensedBT-Regular
    /BernhardFashionBT-Regular
    /BernhardModernBT-Bold
    /BernhardModernBT-BoldItalic
    /BernhardModernBT-Italic
    /BernhardModernBT-Roman
    /BickhamScriptMM
    /BickhamScriptMM-AltI
    /BickhamScriptMM-AltII
    /BickhamScriptMM-Beg
    /BickhamScriptMM-End
    /BickhamScriptMM-Lig
    /BickhamScriptMM-Or
    /BickhamScriptMM-SwCaps
    /Bodoni
    /Bodoni-Bold
    /Bodoni-BoldItalic
    /Bodoni-Italic
    /Bodoni-Poster
    /Bodoni-PosterCompressed
    /Bookman-Demi
    /Bookman-DemiItalic
    /Bookman-Light
    /Bookman-LightItalic
    /Boton-Italic
    /Boton-Medium
    /Boton-MediumItalic
    /Boton-Regular
    /Boulevard
    /CaflischScript-Bold
    /CaflischScript-Regular
    /Caliban
    /Carta
    /Caslon224ITCbyBT-Bold
    /Caslon224ITCbyBT-BoldItalic
    /Caslon224ITCbyBT-Book
    /Caslon224ITCbyBT-BookItalic
    /Caslon540BT-Italic
    /Caslon540BT-Roman
    /CaslonBT-Bold
    /CaslonBT-BoldItalic
    /CaslonOpenFace
    /CaslonTwoTwentyFour-Black
    /CaslonTwoTwentyFour-BlackIt
    /CaslonTwoTwentyFour-Bold
    /CaslonTwoTwentyFour-BoldIt
    /CaslonTwoTwentyFour-Book
    /CaslonTwoTwentyFour-BookIt
    /CaslonTwoTwentyFour-Medium
    /CaslonTwoTwentyFour-MediumIt
    /CastleT-Bold
    /CastleT-Book
    /Caxton-Bold
    /Caxton-BoldItalic
    /Caxton-Book
    /Caxton-BookItalic
    /Caxton-Light
    /Century-Bold
    /Century-BoldItalic
    /Century-Book
    /Century-BookItalic
    /Century-Light
    /Century-LightItalic
    /CenturyOldStyle-Bold
    /CenturyOldStyle-Italic
    /CenturyOldStyle-Regular
    /Century-Ultra
    /Century-UltraItalic
    /ChaparralMM
    /ChaparralMM-Ep
    /ChaparralMM-It
    /ChaparralMM-ItEp
    /ChaparralMM-ItSC
    /ChaparralMM-Or
    /ChaparralMM-SC
    /CharterBT-Black
    /CharterBT-BlackItalic
    /CharterBT-Bold
    /CharterBT-BoldItalic
    /CharterBT-Italic
    /CharterBT-Roman
    /CheltenhamBT-Bold
    /CheltenhamBT-BoldItalic
    /CheltenhamBT-Italic
    /CheltenhamBT-Roman
    /Christiana-Bold
    /Christiana-BoldItalic
    /Christiana-Italic
    /Christiana-Medium
    /Christiana-MediumItalic
    /Christiana-Regular
    /Christiana-RegularExpert
    /Christiana-RegularSC
    /Clarendon
    /Clarendon-Bold
    /Clarendon-Light
    /ClassicalGaramondBT-Bold
    /ClassicalGaramondBT-BoldItalic
    /ClassicalGaramondBT-Italic
    /ClassicalGaramondBT-Roman
    /CMB10
    /CMBSY10
    /CMBSY5
    /CMBSY6
    /CMBSY7
    /CMBSY8
    /CMBSY9
    /CMBX10
    /CMBX12
    /CMBX5
    /CMBX6
    /CMBX7
    /CMBX8
    /CMBX9
    /CMBXSL10
    /CMBXTI10
    /CMCSC10
    /CMCSC8
    /CMSS10
    /CMSS12
    /CMSS17
    /CMSS8
    /CMSS9
    /CMSSBX10
    /CMSSDC10
    /CMSSI10
    /CMSSI12
    /CMSSI17
    /CMSSI8
    /CMSSI9
    /CMSSQ8
    /CMSSQI8
    /CMSY10
    /CMSY5
    /CMTEX9
    /ComicSansMS
    /ComicSansMS-Bold
    /ConcordeNova-Italic
    /ConcordeNova-ItalicExp
    /ConcordeNova-ItalicOsF
    /ConcordeNova-Medium
    /ConcordeNova-MediumExp
    /ConcordeNova-MediumSC
    /ConcordeNova-Regular
    /ConcordeNova-RegularExp
    /ConcordeNova-RegularSC
    /ConduitITC-Bold
    /ConduitITC-BoldItalic
    /ConduitITC-Light
    /ConduitITC-LightItalic
    /ConduitITC-Medium
    /ConduitITC-MediumItalic
    /CooperBlack
    /CooperBlack-Italic
    /CooperBT-Bold
    /CooperBT-BoldItalic
    /CooperBT-Light
    /CooperBT-LightItalic
    /CopperplateGothicBT-Bold
    /CopperplateGothicBT-BoldCond
    /CopperplateGothicBT-Heavy
    /CopperplateGothicBT-Roman
    /CopperplateGothicBT-RomanCond
    /Copperplate-ThirtyThreeBC
    /Copperplate-ThirtyTwoBC
    /Coronet-Regular
    /Courier
    /Courier-Bold
    /Courier-BoldOblique
    /Courier-Oblique
    /Critter
    /CS-Special-font
    /Delta-Bold
    /Delta-BoldItalic
    /Delta-Book
    /Delta-BookItalic
    /Delta-Light
    /Delta-LightItalic
    /Delta-Medium
    /Delta-MediumItalic
    /DextorD
    /DextorOutD
    /DINEngschrift
    /DINEngschrift-Alternate
    /DINMittelschrift
    /DINMittelschrift-Alternate
    /DINNeuzeitGrotesk-BoldCond
    /DINNeuzeitGrotesk-Light
    /Dom-CasItalic
    /DomCasual
    /DomCasual-Bold
    /Dom-CasualBT
    /Ehrhard-Italic
    /Ehrhard-Regular
    /EhrhardSemi-Italic
    /EhrhardtMT
    /EhrhardtMT-Italic
    /EhrhardtMT-SemiBold
    /EhrhardtMT-SemiBoldItalic
    /EhrharSemi
    /ElectraLH-Bold
    /ElectraLH-BoldCursive
    /ElectraLH-Cursive
    /ElectraLH-Regular
    /ElGreco
    /EnglischeSchT-Bold
    /EnglischeSchT-Regu
    /ErasContour
    /ErasITCbyBT-Bold
    /ErasITCbyBT-Book
    /ErasITCbyBT-Demi
    /ErasITCbyBT-Light
    /ErasITCbyBT-Medium
    /ErasITCbyBT-Ultra
    /Euclid
    /Euclid-Bold
    /Euclid-BoldItalic
    /EuclidExtra
    /EuclidExtra-Bold
    /EuclidFraktur
    /EuclidFraktur-Bold
    /Euclid-Italic
    /EuclidMathOne
    /EuclidMathOne-Bold
    /EuclidMathTwo
    /EuclidMathTwo-Bold
    /EuclidSymbol
    /EuclidSymbol-Bold
    /EuclidSymbol-BoldItalic
    /EuclidSymbol-Italic
    /EuroMono-Bold
    /EuroMono-BoldItalic
    /EuroMono-Italic
    /EuroMono-Regular
    /EuropeanPi-Four
    /EuropeanPi-One
    /EuropeanPi-Three
    /EuropeanPi-Two
    /EuroSans-Bold
    /EuroSans-BoldItalic
    /EuroSans-Italic
    /EuroSansITC-Black
    /EuroSansITC-BlackItalic
    /EuroSansITC-Bold
    /EuroSansITC-BoldItalic
    /EuroSansITC-Book
    /EuroSansITC-BookItalic
    /EuroSansITC-Medium
    /EuroSansITC-MediumItalic
    /EuroSans-Regular
    /EuroSerif-Bold
    /EuroSerif-BoldItalic
    /EuroSerif-Italic
    /EuroSerif-Regular
    /Eurostile
    /Eurostile-Bold
    /Eurostile-BoldExtendedTwo
    /Eurostile-ExtendedTwo
    /ExPonto-Regular
    /FairfieldLH-Bold
    /FairfieldLH-BoldItalic
    /FairfieldLH-BoldSC
    /FairfieldLH-CaptionBold
    /FairfieldLH-CaptionHeavy
    /FairfieldLH-CaptionLight
    /FairfieldLH-CaptionMedium
    /FairfieldLH-Heavy
    /FairfieldLH-HeavyItalic
    /FairfieldLH-HeavySC
    /FairfieldLH-Light
    /FairfieldLH-LightItalic
    /FairfieldLH-LightSC
    /FairfieldLH-Medium
    /FairfieldLH-MediumItalic
    /FairfieldLH-MediumSC
    /FairfieldLH-SwBoldItalicOsF
    /FairfieldLH-SwHeavyItalicOsF
    /FairfieldLH-SwLightItalicOsF
    /FairfieldLH-SwMediumItalicOsF
    /Fences
    /Fenice-Bold
    /Fenice-BoldOblique
    /Fenice-Light
    /Fenice-LightOblique
    /Fenice-Regular
    /Fenice-RegularOblique
    /Fenice-Ultra
    /Fenice-UltraOblique
    /FlashD-Ligh
    /Flood
    /FontanaNDEeOsF
    /FontanaNDEeOsF-Bold
    /FontanaNDEeOsF-BoldItalic
    /FontanaNDEeOsF-Light
    /FontanaNDEeOsF-Semibold
    /FormalScript421BT-Regular
    /Formata-Bold
    /Formata-MediumCondensed
    /ForteMT
    /FrakturBT-Regular
    /FranklinGothic-Book
    /FranklinGothic-BookItal
    /FranklinGothic-BookOblique
    /FranklinGothic-Condensed
    /FranklinGothic-Demi
    /FranklinGothic-DemiItal
    /FranklinGothic-DemiOblique
    /FranklinGothic-Heavy
    /FranklinGothic-HeavyItal
    /FranklinGothic-HeavyOblique
    /FranklinGothic-Medium
    /FranklinGothic-MediumItal
    /FranklinGothic-Roman
    /FreestyleScript
    /FrizQuadrataITCbyBT-Bold
    /FrizQuadrataITCbyBT-Roman
    /Frutiger-Black
    /Frutiger-BlackCn
    /Frutiger-BlackItalic
    /Frutiger-Bold
    /Frutiger-BoldCn
    /Frutiger-BoldItalic
    /Frutiger-Cn
    /Frutiger-ExtraBlackCn
    /Frutiger-Italic
    /Frutiger-Light
    /Frutiger-LightCn
    /Frutiger-LightItalic
    /Frutiger-Roman
    /Frutiger-UltraBlack
    /Futura
    /FuturaBlackBT-Regular
    /Futura-Bold
    /Futura-BoldOblique
    /Futura-Book
    /Futura-BookOblique
    /FuturaBT-Bold
    /FuturaBT-BoldCondensed
    /FuturaBT-BoldCondensedItalic
    /FuturaBT-BoldItalic
    /FuturaBT-Book
    /FuturaBT-BookItalic
    /FuturaBT-ExtraBlack
    /FuturaBT-ExtraBlackCondensed
    /FuturaBT-ExtraBlackCondItalic
    /FuturaBT-ExtraBlackItalic
    /FuturaBT-Heavy
    /FuturaBT-HeavyItalic
    /FuturaBT-Light
    /FuturaBT-LightCondensed
    /FuturaBT-LightItalic
    /FuturaBT-Medium
    /FuturaBT-MediumCondensed
    /FuturaBT-MediumItalic
    /Futura-CondensedLight
    /Futura-CondensedLightOblique
    /Futura-ExtraBold
    /Futura-ExtraBoldOblique
    /Futura-Heavy
    /Futura-HeavyOblique
    /Futura-Light
    /Futura-LightOblique
    /Futura-Oblique
    /Futura-Thin
    /Galliard-Black
    /Galliard-BlackItalic
    /Galliard-Bold
    /Galliard-BoldItalic
    /Galliard-Italic
    /GalliardITCbyBT-Bold
    /GalliardITCbyBT-BoldItalic
    /GalliardITCbyBT-Italic
    /GalliardITCbyBT-Roman
    /Galliard-Roman
    /Galliard-Ultra
    /Galliard-UltraItalic
    /Garamond-Antiqua
    /Garamond-BoldCondensed
    /Garamond-BoldCondensedItalic
    /Garamond-BookCondensed
    /Garamond-BookCondensedItalic
    /Garamond-Halbfett
    /GaramondITCbyBT-Bold
    /GaramondITCbyBT-BoldCondensed
    /GaramondITCbyBT-BoldCondItalic
    /GaramondITCbyBT-BoldItalic
    /GaramondITCbyBT-BoldNarrow
    /GaramondITCbyBT-BoldNarrowItal
    /GaramondITCbyBT-Book
    /GaramondITCbyBT-BookCondensed
    /GaramondITCbyBT-BookCondItalic
    /GaramondITCbyBT-BookItalic
    /GaramondITCbyBT-BookNarrow
    /GaramondITCbyBT-BookNarrowItal
    /GaramondITCbyBT-Light
    /GaramondITCbyBT-LightCondensed
    /GaramondITCbyBT-LightCondItalic
    /GaramondITCbyBT-LightItalic
    /GaramondITCbyBT-LightNarrow
    /GaramondITCbyBT-LightNarrowItal
    /GaramondITCbyBT-Ultra
    /GaramondITCbyBT-UltraCondensed
    /GaramondITCbyBT-UltraCondItalic
    /GaramondITCbyBT-UltraItalic
    /Garamond-Kursiv
    /Garamond-KursivHalbfett
    /Garamond-LightCondensed
    /Garamond-LightCondensedItalic
    /GaramondThree
    /GaramondThree-Bold
    /GaramondThree-BoldItalic
    /GaramondThree-Italic
    /GarthGraphic
    /GarthGraphic-Black
    /GarthGraphic-Bold
    /GarthGraphic-BoldCondensed
    /GarthGraphic-BoldItalic
    /GarthGraphic-Condensed
    /GarthGraphic-ExtraBold
    /GarthGraphic-Italic
    /Geometric231BT-HeavyC
    /GeometricSlab712BT-BoldA
    /GeometricSlab712BT-ExtraBoldA
    /GeometricSlab712BT-LightA
    /GeometricSlab712BT-LightItalicA
    /GeometricSlab712BT-MediumA
    /GeometricSlab712BT-MediumItalA
    /Giddyup
    /Giddyup-Thangs
    /GillSans
    /GillSans-Bold
    /GillSans-BoldCondensed
    /GillSans-BoldItalic
    /GillSans-Condensed
    /GillSans-ExtraBold
    /GillSans-Italic
    /GillSans-Light
    /GillSans-LightItalic
    /GillSans-UltraBold
    /Gill-Special
    /Giovanni-Bold
    /Giovanni-BoldItalic
    /Giovanni-Book
    /Giovanni-BookItalic
    /Goudy
    /Goudy-Bold
    /Goudy-BoldItalic
    /Goudy-BoldItalicOsF
    /Goudy-BoldOsF
    /Goudy-ExtraBold
    /Goudy-Heavyface
    /Goudy-HeavyfaceItalic
    /Goudy-Italic
    /Goudy-ItalicOsF
    /GoudyModernMT
    /GoudyModernMT-Italic
    /GoudyOldStyleBT-Bold
    /GoudyOldStyleBT-BoldItalic
    /GoudyOldStyleBT-ExtraBold
    /GoudyOldStyleBT-Italic
    /GoudyOldStyleBT-Roman
    /GoudySans-Black
    /GoudySans-BlackItalic
    /GoudySans-Bold
    /GoudySans-BoldItalic
    /GoudySans-Book
    /GoudySans-BookItalic
    /GoudySans-Medium
    /GoudySans-MediumItalic
    /Goudy-SC
    /GoudyTextMT
    /GoudyTextMT-Alternate
    /GoudyTextMT-Dfr
    /GoudyTextMT-LombardicCapitals
    /Helvetica
    /Helvetica-Black
    /Helvetica-BlackOblique
    /Helvetica-Black-SemiBold
    /Helvetica-Bold
    /Helvetica-BoldOblique
    /Helvetica-Compressed
    /Helvetica-Condensed
    /Helvetica-Condensed-Black
    /Helvetica-Condensed-BlackObl
    /Helvetica-Condensed-Bold
    /Helvetica-Condensed-BoldObl
    /Helvetica-Condensed-Light
    /Helvetica-Condensed-LightObl
    /Helvetica-Condensed-Oblique
    /Helvetica-ExtraCompressed
    /Helvetica-Light
    /Helvetica-LightOblique
    /Helvetica-Narrow
    /Helvetica-Narrow-Bold
    /Helvetica-Narrow-BoldOblique
    /Helvetica-Narrow-Oblique
    /HelveticaNeue-Black
    /HelveticaNeue-BlackCond
    /HelveticaNeue-BlackCondObl
    /HelveticaNeue-BlackExt
    /HelveticaNeue-BlackExtObl
    /HelveticaNeue-BlackItalic
    /HelveticaNeue-Bold
    /HelveticaNeue-BoldCond
    /HelveticaNeue-BoldCondObl
    /HelveticaNeue-BoldExt
    /HelveticaNeue-BoldExtObl
    /HelveticaNeue-BoldItalic
    /HelveticaNeue-Condensed
    /HelveticaNeue-CondensedObl
    /HelveticaNeue-ExtBlackCond
    /HelveticaNeue-ExtBlackCondObl
    /HelveticaNeue-Extended
    /HelveticaNeue-ExtendedObl
    /HelveticaNeue-Heavy
    /HelveticaNeue-HeavyCond
    /HelveticaNeue-HeavyCondObl
    /HelveticaNeue-HeavyItalic
    /HelveticaNeue-Italic
    /HelveticaNeue-Light
    /HelveticaNeue-LightCond
    /HelveticaNeue-LightCondObl
    /HelveticaNeue-LightExt
    /HelveticaNeue-LightExtObl
    /HelveticaNeue-LightItalic
    /HelveticaNeue-Medium
    /HelveticaNeue-MediumCond
    /HelveticaNeue-MediumCondObl
    /HelveticaNeue-MediumItalic
    /HelveticaNeue-Roman
    /HelveticaNeue-ThinCond
    /HelveticaNeue-ThinCondObl
    /HelveticaNeue-UltraLigCond
    /HelveticaNeue-UltraLigCondObl
    /HelveticaNeue-UltraLigExt
    /HelveticaNeue-UltraLigExtObl
    /HelveticaNeue-UltraLight
    /HelveticaNeue-UltraLightItal
    /Helvetica-Oblique
    /HelvLight
    /Humanist521BT-Bold
    /Humanist521BT-BoldCondensed
    /Humanist521BT-BoldItalic
    /Humanist521BT-ExtraBold
    /Humanist521BT-Italic
    /Humanist521BT-Light
    /Humanist521BT-LightItalic
    /Humanist521BT-Roman
    /Humanist521BT-RomanCondensed
    /Humanist521BT-UltraBold
    /Humanist521BT-XtraBoldCondensed
    /Humanist777BT-BlackB
    /Humanist777BT-BlackItalicB
    /Humanist777BT-BoldB
    /Humanist777BT-BoldItalicB
    /Humanist777BT-ItalicB
    /Humanist777BT-LightB
    /Humanist777BT-LightItalicB
    /Humanist777BT-RomanB
    /Imago-Book
    /Imago-BookItalic
    /Imago-ExtraBold
    /Imago-ExtraBoldItalic
    /Imago-Medium
    /Imago-MediumItalic
    /IPAExtras
    /IPAHighLow
    /IPAKiel
    /IPAKielSeven
    /IPAsans
    /JansonText-Bold
    /JansonText-BoldItalic
    /JansonText-Italic
    /JansonText-Roman
    /JansonText-RomanSC
    /JoannaMT
    /JoannaMT-Bold
    /JoannaMT-BoldItalic
    /JoannaMT-Italic
    /KeplMM-Or2
    /KisBT-Italic
    /KisBT-Roman
    /KlangMT
    /Lapidary333BT-Black
    /Lapidary333BT-Bold
    /Lapidary333BT-BoldItalic
    /Lapidary333BT-Italic
    /Lapidary333BT-Roman
    /LASY10
    /LASY5
    /LASY6
    /LASY7
    /LASY8
    /LASY9
    /LASYB10
    /LCIRCLE10
    /LCIRCLEW10
    /LCMSS8
    /LCMSSB8
    /LCMSSI8
    /LDecorationPi-One
    /LDecorationPi-Two
    /LegacySans-Bold
    /LegacySans-BoldItalic
    /LegacySans-Book
    /LegacySans-BookItalic
    /LegacySans-Medium
    /LegacySans-MediumItalic
    /LegacySans-Ultra
    /LegacySerif-Bold
    /LegacySerif-BoldItalic
    /LegacySerif-Book
    /LegacySerif-BookItalic
    /LegacySerif-Medium
    /LegacySerif-MediumItalic
    /LegacySerif-Ultra
    /LetterGothic
    /LetterGothic-Bold
    /LetterGothic-BoldSlanted
    /LetterGothic-Slanted
    /LINE10
    /LINEW10
    /Lithos-Black
    /Lithos-Regular
    /LOGO10
    /LOGO8
    /LOGO9
    /LOGOBF10
    /LOGOSL10
    /LOMD-Normal
    /LubalinGraph-Book
    /LubalinGraph-BookOblique
    /LubalinGraph-Demi
    /LubalinGraph-DemiOblique
    /LucidaHandwritingItalic
    /LucidaMath-Symbol
    /LydianBT-Bold
    /LydianBT-BoldItalic
    /LydianBT-Italic
    /LydianBT-Roman
    /LydianCursiveBT-Regular
    /Marigold
    /MathematicalPi-Five
    /MathematicalPi-Four
    /MathematicalPi-One
    /MathematicalPi-Six
    /MathematicalPi-Three
    /MathematicalPi-Two
    /Melior
    /Melior-Bold
    /Melior-BoldItalic
    /Melior-Italic
    /Memphis-Bold
    /Memphis-BoldItalic
    /Memphis-ExtraBold
    /Memphis-Light
    /Memphis-LightItalic
    /Memphis-Medium
    /Memphis-MediumItalic
    /MercuriusCT-Black
    /MercuriusCT-BlackItalic
    /MercuriusCT-Light
    /MercuriusCT-LightItalic
    /MercuriusCT-Medium
    /MercuriusCT-MediumItalic
    /MercuriusMT-BoldScript
    /Meridien-Medium
    /Meridien-MediumItalic
    /Meridien-Roman
    /MexicanBorders
    /Minion-Black
    /Minion-Bold
    /Minion-BoldCondensed
    /Minion-BoldCondensedItalic
    /Minion-BoldItalic
    /Minion-Condensed
    /Minion-CondensedItalic
    /Minion-DisplayItalic
    /Minion-DisplayRegular
    /Minion-Italic
    /Minion-Ornaments
    /Minion-Regular
    /Minion-Semibold
    /Minion-SemiboldItalic
    /MonaLisa-Recut
    /MonolineScriptMT
    /MrsEavesAllPetiteCaps
    /MrsEavesAllSmallCaps
    /MrsEavesBold
    /MrsEavesFractions
    /MrsEavesItalic
    /MrsEavesPetiteCaps
    /MrsEavesRoman
    /MrsEavesRomanLining
    /MrsEavesSmallCaps
    /MSAM10
    /MSAM10A
    /MSAM5
    /MSAM6
    /MSAM7
    /MSAM8
    /MSAM9
    /MSBM10
    /MSBM10A
    /MSBM5
    /MSBM6
    /MSBM7
    /MSBM8
    /MSBM9
    /MTEX
    /MTEXB
    /MTEXH
    /MT-Extra
    /MTGU
    /MTGUB
    /MTMI
    /MTMIB
    /MTMIH
    /MTMS
    /MTMSB
    /MTMUB
    /MTMUH
    /MTSY
    /MTSYB
    /MTSYH
    /MTSYN
    /Myriad-Bold
    /Myriad-BoldItalic
    /Myriad-Italic
    /Myriad-Roman
    /Myriad-Tilt
    /NeuzeitS-Book
    /NeuzeitS-BookHeavy
    /NewBaskerville-Bold
    /NewBaskerville-BoldItalic
    /NewBaskerville-Italic
    /NewBaskervilleITCbyBT-Bold
    /NewBaskervilleITCbyBT-BoldItal
    /NewBaskervilleITCbyBT-Italic
    /NewBaskervilleITCbyBT-Roman
    /NewBaskerville-Roman
    /NewBerolinaMT
    /NewCaledonia
    /NewCaledonia-Black
    /NewCaledonia-BlackItalic
    /NewCaledonia-Bold
    /NewCaledonia-BoldItalic
    /NewCaledonia-Italic
    /NewCaledonia-SemiBold
    /NewCaledonia-SemiBoldItalic
    /NewCenturySchlbk-Bold
    /NewCenturySchlbk-BoldItalic
    /NewCenturySchlbk-Italic
    /NewCenturySchlbk-Roman
    /NewsGothicBT-Bold
    /NewsGothicBT-BoldCondensed
    /NewsGothicBT-BoldCondItalic
    /NewsGothicBT-BoldExtraCondensed
    /NewsGothicBT-BoldItalic
    /NewsGothicBT-Demi
    /NewsGothicBT-DemiItalic
    /NewsGothicBT-ExtraCondensed
    /NewsGothicBT-Italic
    /NewsGothicBT-ItalicCondensed
    /NewsGothicBT-Light
    /NewsGothicBT-LightItalic
    /NewsGothicBT-Roman
    /NewsGothicBT-RomanCondensed
    /New-Symbol
    /Nueva-BoldExtended
    /Nueva-Roman
    /NuptialScript
    /OceanSansMM
    /OceanSansMM-It
    /OfficinaSans-Bold
    /OfficinaSans-BoldItalic
    /OfficinaSans-Book
    /OfficinaSans-BookItalic
    /OfficinaSerif-Bold
    /OfficinaSerif-BoldItalic
    /OfficinaSerif-Book
    /OfficinaSerif-BookItalic
    /Optima
    /Optima-Bold
    /Optima-BoldItalic
    /Optima-ExtraBlack
    /Optima-ExtraBlackItalic
    /Optima-Italic
    /OttaIA
    /Otta-wa
    /Ottawa-BoldA
    /OttawaPSMT
    /Oxford
    /PalaceScriptMT
    /PalaceScriptMT-SemiBold
    /Palatino-Bold
    /Palatino-BoldItalic
    /Palatino-Italic
    /Palatino-Roman
    /Perpetua
    /Perpetua-Bold
    /Perpetua-BoldItalic
    /Perpetua-Italic
    /PhotinaMT
    /PhotinaMT-Bold
    /PhotinaMT-BoldItalic
    /PhotinaMT-Italic
    /PhotinaMT-SemiBold
    /PhotinaMT-SemiBoldItalic
    /PhotinaMT-UltraBold
    /PhotinaMT-UltraBoldItalic
    /Plantin
    /Plantin-Bold
    /Plantin-BoldItalic
    /Plantin-Italic
    /Plantin-Light
    /Plantin-LightItalic
    /Plantin-Semibold
    /Plantin-SemiboldItalic
    /Poetica-ChanceryI
    /PopplLaudatio-Italic
    /PopplLaudatio-Medium
    /PopplLaudatio-MediumItalic
    /PopplLaudatio-Regular
    /ProseAntique-Bold
    /ProseAntique-Normal
    /QuaySansEF-Black
    /QuaySansEF-BlackItalic
    /QuaySansEF-Book
    /QuaySansEF-BookItalic
    /QuaySansEF-Medium
    /QuaySansEF-MediumItalic
    /Quorum-Black
    /Quorum-Bold
    /Quorum-Book
    /Quorum-Light
    /Quorum-Medium
    /Revival565BT-Bold
    /Revival565BT-BoldItalic
    /Revival565BT-Italic
    /Revival565BT-Roman
    /Ribbon131BT-Bold
    /Ribbon131BT-Regular
    /RMTMI
    /Rockwell
    /Rockwell-Bold
    /Rockwell-BoldCondensed
    /Rockwell-BoldItalic
    /Rockwell-Condensed
    /Rockwell-ExtraBold
    /Rockwell-Italic
    /Rockwell-Light
    /Rockwell-LightItalic
    /RussellSquare
    /RussellSquare-Oblique
    /RuzickaFreehandLH-Bold
    /RuzickaFreehandLH-BoldSC
    /RuzickaFreehandLH-Roman
    /RuzickaFreehandLH-RomanSC
    /Sabon-Bold
    /Sabon-BoldItalic
    /Sabon-Italic
    /Sabon-Roman
    /Sanvito-Light
    /SanvitoMM
    /Sanvito-Roman
    /ScotchRomanMT
    /ScotchRomanMT-Italic
    /Semitica
    /Semitica-Italic
    /SerifGothic
    /SerifGothic-Bold
    /SignaCondColumn-Light
    /SignaCond-Light
    /SignaCond-LightExpert
    /SIVAMATH
    /Siva-Special
    /SMS-SPELA
    /Souvenir-Demi
    /Souvenir-DemiItalic
    /SouvenirITCbyBT-Demi
    /SouvenirITCbyBT-DemiItalic
    /SouvenirITCbyBT-Light
    /SouvenirITCbyBT-LightItalic
    /Souvenir-Light
    /Souvenir-LightItalic
    /SpecialAA
    /Special-Gali
    /SpringLP
    /SpringLP-Light
    /Sp-Sym
    /SpumoniLP
    /StempelGaramond-Bold
    /StempelGaramond-BoldItalic
    /StempelGaramond-Italic
    /StempelGaramond-Roman
    /StoneSans
    /StoneSans-Bold
    /StoneSans-BoldItalic
    /StoneSans-Italic
    /StoneSans-PhoneticAlternate
    /StoneSans-PhoneticIPA
    /StoneSans-Semibold
    /StoneSans-SemiboldItalic
    /StoneSerif
    /StoneSerif-Italic
    /StoneSerif-PhoneticAlternate
    /StoneSerif-PhoneticIPA
    /StoneSerif-Semibold
    /StoneSerif-SemiboldItalic
    /Swiss721BT-Black
    /Swiss721BT-BlackCondensed
    /Swiss721BT-BlackCondensedItalic
    /Swiss721BT-BlackExtended
    /Swiss721BT-BlackItalic
    /Swiss721BT-BlackOutline
    /Swiss721BT-BlackRounded
    /Swiss721BT-Bold
    /Swiss721BT-BoldCondensed
    /Swiss721BT-BoldCondensedItalic
    /Swiss721BT-BoldCondensedOutline
    /Swiss721BT-BoldExtended
    /Swiss721BT-BoldItalic
    /Swiss721BT-BoldOutline
    /Swiss721BT-BoldRounded
    /Swiss721BT-Heavy
    /Swiss721BT-HeavyItalic
    /Swiss721BT-Italic
    /Swiss721BT-ItalicCondensed
    /Swiss721BT-Light
    /Swiss721BT-LightCondensed
    /Swiss721BT-LightCondensedItalic
    /Swiss721BT-LightExtended
    /Swiss721BT-LightItalic
    /Swiss721BT-Medium
    /Swiss721BT-MediumItalic
    /Swiss721BT-Roman
    /Swiss721BT-RomanCondensed
    /Swiss721BT-RomanExtended
    /Swiss721BT-Thin
    /Swiss721BT-ThinItalic
    /Symbol
    /Tekton
    /Times-Bold
    /Times-BoldA
    /Times-BoldItalic
    /Times-BoldOblique
    /Times-Italic
    /Times-NewRoman
    /Times-NewRomanBold
    /TimesNewRomanMT-BoldCond
    /TimesNewRomanMT-Cond
    /TimesNewRomanMT-CondItalic
    /TimesNewRomanPS-BoldItalicMT
    /TimesNewRomanPS-BoldMT
    /TimesNewRomanPS-ItalicMT
    /TimesNewRomanPSMT
    /Times-Oblique
    /Times-PhoneticAlternate
    /Times-PhoneticIPA
    /Times-Roman
    /Times-Sc
    /Times-SCB
    /Times-special
    /TradeGothic
    /TradeGothic-Bold
    /TradeGothic-BoldCondTwenty
    /TradeGothic-BoldCondTwentyObl
    /TradeGothic-BoldOblique
    /TradeGothic-BoldTwo
    /TradeGothic-BoldTwoOblique
    /TradeGothic-CondEighteen
    /TradeGothic-CondEighteenObl
    /TradeGothicLH-BoldExtended
    /TradeGothicLH-Extended
    /TradeGothic-Light
    /TradeGothic-LightOblique
    /TradeGothic-Oblique
    /Trajan-Bold
    /Trajan-Regular
    /Univers
    /Universal-NewswithCommPi
    /Univers-Black
    /Univers-BlackExt
    /Univers-BlackExtObl
    /Univers-BlackOblique
    /Univers-Bold
    /Univers-BoldExt
    /Univers-BoldExtObl
    /Univers-BoldItalic
    /Univers-BoldOblique
    /Univers-Condensed
    /Univers-CondensedBold
    /Univers-CondensedBoldOblique
    /Univers-CondensedOblique
    /Univers-Extended
    /Univers-ExtendedObl
    /Univers-ExtraBlack
    /Univers-ExtraBlackExt
    /Univers-ExtraBlackExtObl
    /Univers-ExtraBlackObl
    /Univers-Italic
    /Univers-Light
    /Univers-LightOblique
    /Univers-LightUltraCondensed
    /Univers-Oblique
    /Univers-ThinUltraCondensed
    /Univers-UltraCondensed
    /Utopia-Regular
    /VAGRounded-Black
    /VAGRounded-Bold
    /VAGRounded-Light
    /VAGRounded-Thin
    /Viva-BoldExtraExtended
    /Viva-Regular
    /Weidemann-Black
    /Weidemann-BlackItalic
    /Weidemann-Bold
    /Weidemann-BoldItalic
    /Weidemann-Book
    /Weidemann-BookItalic
    /Weidemann-Medium
    /Weidemann-MediumItalic
    /WindsorBT-Elongated
    /WindsorBT-Light
    /WindsorBT-LightCondensed
    /WindsorBT-Roman
    /Wingdings-Regular
    /WNCYB10
    /WNCYI10
    /WNCYR10
    /WNCYSC10
    /WNCYSS10
    /WoodtypeOrnaments-One
    /WoodtypeOrnaments-Two
    /ZapfCalligraphic801BT-Bold
    /ZapfCalligraphic801BT-BoldItal
    /ZapfCalligraphic801BT-Italic
    /ZapfCalligraphic801BT-Roman
    /ZapfChanceryITCbyBT-Bold
    /ZapfChanceryITCbyBT-Demi
    /ZapfChanceryITCbyBT-Medium
    /ZapfChanceryITCbyBT-MediumItal
    /ZapfChancery-MediumItalic
    /ZapfDingbats
    /ZapfDingbatsITCbyBT-Regular
    /ZapfElliptical711BT-Bold
    /ZapfElliptical711BT-BoldItalic
    /ZapfElliptical711BT-Italic
    /ZapfElliptical711BT-Roman
    /ZapfHumanist601BT-Bold
    /ZapfHumanist601BT-BoldItalic
    /ZapfHumanist601BT-Demi
    /ZapfHumanist601BT-DemiItalic
    /ZapfHumanist601BT-Italic
    /ZapfHumanist601BT-Roman
    /ZapfHumanist601BT-Ultra
    /ZapfHumanist601BT-UltraItalic
    /ZiptyDo
    /ZurichBT-Black
    /ZurichBT-BlackExtended
    /ZurichBT-BlackItalic
    /ZurichBT-Bold
    /ZurichBT-BoldCondensed
    /ZurichBT-BoldCondensedItalic
    /ZurichBT-BoldExtended
    /ZurichBT-BoldExtraCondensed
    /ZurichBT-BoldItalic
    /ZurichBT-ExtraBlack
    /ZurichBT-ExtraCondensed
    /ZurichBT-Italic
    /ZurichBT-ItalicCondensed
    /ZurichBT-Light
    /ZurichBT-LightCondensed
    /ZurichBT-LightCondensedItalic
    /ZurichBT-LightExtraCondensed
    /ZurichBT-LightItalic
    /ZurichBT-Roman
    /ZurichBT-RomanCondensed
    /ZurichBT-RomanExtended
    /ZurichBT-UltraBlackExtended
  ]
  /NeverEmbed [ true
  ]
  /AntiAliasColorImages false
  /DownsampleColorImages true
  /ColorImageDownsampleType /Bicubic
  /ColorImageResolution 300
  /ColorImageDepth -1
  /ColorImageDownsampleThreshold 1.50000
  /EncodeColorImages true
  /ColorImageFilter /DCTEncode
  /AutoFilterColorImages true
  /ColorImageAutoFilterStrategy /JPEG
  /ColorACSImageDict <<
    /QFactor 0.15
    /HSamples [1 1 1 1] /VSamples [1 1 1 1]
  >>
  /ColorImageDict <<
    /QFactor 0.15
    /HSamples [1 1 1 1] /VSamples [1 1 1 1]
  >>
  /JPEG2000ColorACSImageDict <<
    /TileWidth 256
    /TileHeight 256
    /Quality 30
  >>
  /JPEG2000ColorImageDict <<
    /TileWidth 256
    /TileHeight 256
    /Quality 30
  >>
  /AntiAliasGrayImages false
  /DownsampleGrayImages true
  /GrayImageDownsampleType /Bicubic
  /GrayImageResolution 300
  /GrayImageDepth -1
  /GrayImageDownsampleThreshold 1.50000
  /EncodeGrayImages true
  /GrayImageFilter /DCTEncode
  /AutoFilterGrayImages true
  /GrayImageAutoFilterStrategy /JPEG
  /GrayACSImageDict <<
    /QFactor 0.15
    /HSamples [1 1 1 1] /VSamples [1 1 1 1]
  >>
  /GrayImageDict <<
    /QFactor 0.15
    /HSamples [1 1 1 1] /VSamples [1 1 1 1]
  >>
  /JPEG2000GrayACSImageDict <<
    /TileWidth 256
    /TileHeight 256
    /Quality 30
  >>
  /JPEG2000GrayImageDict <<
    /TileWidth 256
    /TileHeight 256
    /Quality 30
  >>
  /AntiAliasMonoImages false
  /DownsampleMonoImages true
  /MonoImageDownsampleType /Bicubic
  /MonoImageResolution 1200
  /MonoImageDepth -1
  /MonoImageDownsampleThreshold 1.50000
  /EncodeMonoImages true
  /MonoImageFilter /CCITTFaxEncode
  /MonoImageDict <<
    /K -1
  >>
  /AllowPSXObjects false
  /PDFX1aCheck false
  /PDFX3Check false
  /PDFXCompliantPDFOnly false
  /PDFXNoTrimBoxError true
  /PDFXTrimBoxToMediaBoxOffset [
    0.00000
    0.00000
    0.00000
    0.00000
  ]
  /PDFXSetBleedBoxToMediaBox false
  /PDFXBleedBoxToTrimBoxOffset [
    0.00000
    0.00000
    0.00000
    0.00000
  ]
  /PDFXOutputIntentProfile (U.S. Web Coated \050SWOP\051 v2)
  /PDFXOutputCondition ()
  /PDFXRegistryName (http://www.color.org)
  /PDFXTrapped /Unknown

  /SyntheticBoldness 1.000000
  /Description <<
    /FRA <>
    /JPN <FEFF3053306e8a2d5b9a306f30019ad889e350cf5ea6753b50cf3092542b308000200050004400460020658766f830924f5c62103059308b3068304d306b4f7f75283057307e30593002537052376642306e753b8cea3092670059279650306b4fdd306430533068304c3067304d307e305930023053306e8a2d5b9a30674f5c62103057305f00200050004400460020658766f8306f0020004100630072006f0062006100740020304a30883073002000520065006100640065007200200035002e003000204ee5964d30678868793a3067304d307e30593002>
    /DEU <>
    /PTB <>
    /DAN <>
    /NLD <>
    /ESP <>
    /SUO <>
    /ITA <>
    /NOR <>
    /SVE <>
    /ENU <>
  >>
>> setdistillerparams
<<
  /HWResolution [2400 2400]
  /PageSize [612.000 792.000]
>> setpagedevice


